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Preface 


We  have  written  this  handbook  with  two  general  complementary  purposes 
in  mind.  The  long-range  purpose  is  to  aid  in  the  achievement  of  sex  equity 
through  education  by  helping  individuals  use  educational  strategies  to  attain  sex 
equity  in  society.  The  second  (related  and  often  prerequisite)  purpose  is  to  aid  in 
the  achievement  of  sex  equity  in  educational  activities  and  settings,  whether  or 
not  the  instiuctional  content  is  dealing  with  sex  equity  issues.  To  accomplish 
these  purposes,  we  have  described  key  sex  equity  issues  in  our  respective  areas 
of  expertise  and  have  come  to  an  agreement  on  some  answers  about  how  sex 
equity  may  be  achieved  in  and  through  education. 

The  achievement  of  sex  equity  goals  in  society  by  the  reduction  of  sex 
discrimination  and  sex  stereotyping  is  valued  for  a  wide  variety  of  personal, 
political,  economic,  and  philosophic  reasons.  Some  personal  and  societal  rea- 
sons for  supporting  sex  equity  are  to  optimize  human  development  potential  so 
that  all  females  and  males  are  able  to  develop  themselves  as  individuals  without 
limitations  of  gender-prescribed  roles.  For  example,  males  as  well  as  females 
should  be  encouraged  to  play  nurturing  roles  toward  their  families  and  others. 
Key  political  reasons  favoring  sex  equity  focus  on  the  need  to  provide  basic 
human  rights  essential  for  a  democracy  and  to  eliminate  discrimination  against 
groups  of  people  based  on  stereotypes.  Some  historians  have  also  noted  that  less 
sex-stereotyped  societies  have  had  fewer  wars  than  more  sex-stereotyped  so- 
cieties. Economic  reasons  for  advocating  sex  equity  are  based  on  concerns  for 
adequate  resource  use.  When  certain  groups  are  relegated  to  limited  production 
responsibilities  regardless  of  their  qualifications,  output  is  reduced.  Philosophic 
reasons  for  sex  equity  are  based  on  a  variety  of  principles,  including  those  that 
focus  on  justice,  ethics,  human  dignity,  and  an  accurate  portrayal  of  the  world  as 
it  is,  or  can  be,  without  the  continuing  neglect  of  the  contributions  of  the  51%  of 
the  world's  population  that  is  female. 

The  possibility  that  sex  equity  goals  can  be  at  least  partially  achieved 
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through  education  is  a  basic  assumption  of  this  handbook.  We,  the  authors,  like 
many  others  now  and  in  the  past,  view  education  as  a  primary  vehicle  for 
equalizing  the  opportunities  and  potential  success  of  individuals  who  come  from 
lower-status  groups  in  our  society.  Women,  as  a  generally  lower-status  group, 
have  recently  made  some  progress  toward  equity  through  education.  More  wom- 
en have  been  trained  to  work  in  male-dominated,  higher-paid  fields  and  have 
become  more  aware  of  their  legal  rights  and  history.  Men  have  also  made 
progress  toward  sex  equity  through  education.  For  example,  many  have  gained 
key  consumer  skills  as  a  result  of  participation  in  new  coeducational  courses  in 
this  area,  and  others  have  found  that  teaching  young  children  is  a  satisfying 
occupation  for  males  as  well  as  females.  We  realize,  however,  that  education 
alone  will  not  create  equality,  even  if  the  education  received  is  completely 
equitable. 

We  also  realize  that  many  changes  are  needed  to  ensure  the  achievement  of 
sex  equity  in  educational  activities  and  settings.  Such  equity  with  respect  to  sex, 
race,  ethnicity,  handicap,  age,  religion,  and  so  on,  is  a  matter  of  simple  justice, 
whether  or  not  it  has  a  measurable  causal  effect  on  achieving  larger  educational 
or  societal  goals.  Our  educational  institutions  do  not  yet  provide  full  equality  for 
females  and  males.  Many  obvious  types  of  inequalities  in  providing  educational 
opportunities  for  both  sexes— such  as  restrictions  on  enrollments  for  certain 
courses— have  decreased,  but  subtle  types  of  discrimination  leading  to  differen- 
tial learning  opportup'ties  and  inequitable  benefits  still  exist.  Recent  progress, 
setbacks,  and  continued  gaps  in  the  achievement  of  sex  equity  in  American 
education  are  summarized  in  the  education  chapters  of  The  Women's  Annual, 
1983:  A  Year  in  Review  (Klein  &  Pritchard,  Eds. ,  1 984)  and  by  one  of  his  book's 
initial  supporters,  the  National  Advisory  Council  on  Women's  Educational  Pro- 
grams, in  its  1981  report.  Title  IX:  The  Half  Full,  Half  Empty  Glass.  Title  IX  of 
the  1972  Education  Amendments  prohibits  discrimination  on  the  basis  of  sex  in 
education  activities  and  programs  that  receive  federal  financial  assistance.  To 
provide  posnive  incentives  for  state  and  local  compliance  with  Title  IX,  Con- 
gress also  passed  program  statutes  and  appropriated  funds  primarily  through  the 
Women's  Educational  Equity  Act  of  1974  (WEEA),  Title  IV  of  the  1964  Civil 
Rights  Act  (CRA  IV),  and  the  Vocational  Education  Amendments  of  1976. 
These  federal  laws  and  a  wide  variety  of  state  laws  which  support  sex  equity  in 
education  are  written  to  help  males  as  well  as  females  receive  the  desired  educa- 
tional  outcomes  or  benefits.  For  example,  in  elementary  schools  in  the  United 
States  an  important  concern  is  for  boys  to  increase  their  reading  scores  to  reach 
parity  with  giris'  scores.  But  since  sex  discrimination  has  more  frequently 
harmed  females,  as  authors  we  have  given  greater  attention  to  the  unique  needs 
of  females  and  to  solutions  that  will  help  giris  and  women  achieve  parity  with 
boys  and  men  rather  than  the  reverse. 

Many  believe  that  the  democratic  principles  of  our  society  call  for  equal 
educational  opportunities.  However,  despite  federal  and  state  civil  rights  and  sex 
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equity  legislation,  some  individuals  do  not  believe  that  the  achievement  of  equity 
is  sufficient  by  itself,  e  nd  believe  that  its  value  should  be  additionally  justified  on 
the  basis  of  its  enhancement  of  other  aspects  of  education.  Although  we  and 
many  others  believe  that  educational  equity  is  appropriate  for  its  own  sake,  we 
felt  the  need  for  a  careful  scrutiny  of  various  sex  equity  strategies  to  determine 
which  are  the  most  and  least  effective  contributors  to  the  achievement  of  other 
educational  outcomes.  Furthermore,  we  believe  that  information  about  the  ef- 
fects of  sex  equity  activities  should  add  to  the  general  knowledge  about  improv- 
ing education.  For  example,  information  on  institutionalizing  sex  equity  in  state 
education  agencies,  school  districts,  and  schools  may  provide  guidance  on  in- 
stitutionalizing other  types  of  educational  programs. 

While  several  recent  books  have  focused  on  the  phenomena  of  sex  bias  and 
stereotyping  in  society,  and  a  few  on  sex  discrimination  in  education,  none  of 
these  publications  has  focused  on  the  key  issues  and  the  effective  strategies 
designed  to  achieve  sex  equity  in  or  through  education.  This  handbook  is  de- 
signed to  fill  this  gap.  As  such,  this  effort  is  distinctive  in  the  following  ways: 
First,  it  addresses  key  concerns  in  those  sex  equity  and  education  fields  that  have 
not  been  addressed  systematically  before  but  that  are  essential  to  achieving  goals 
in  either  field.  Second,  it  provides  a  set  of  assumptions  about  sex  equity  phe- 
nomena in  education  which  are  set  forth  for  examination,  clarification,  and 
modification  where  necessary.  Third,  it  provides  individuals  concerned  with 
increasing  sex  equity  with  a  scholarly,  yet  practical,  examination  and  discussion 
of  the  relationships  between  the  current  issues  facing  them  and  the  answers 
(principles  and  practices)  designed  to  achieve  sex  equity  in  education.  Most 
previous  books  on  women's  equity  documented  the  barriers  or  problems,  but  not 
the  possible  answers.  Fourth,  it  approaches  issues  and  ansv/ers  about  achieving 
sex  equity  from  a  variety  of  education  perspectives  ranging  from  administrative 
structures  and  activities  to  general  instructional  strategies,  specific  content  areas, 
and  diverse  types  of  populations.  Fifth,  its  authors  have  used  evidence  as.docu- 
mentation  for  arriving  at,  or  supporting,  their  recommendations  on  how  to 
achieve  sex  equity  both  in  and  through  education.  In  placing  emphasis  on  de- 
scribing current  knowledge  about  the  answers  or  solutions  to  problems,  the 
authors  have  addressed  the  same  basic  questions  about  how  sex  equity  activities 
in  their  domain  contribute  to  attitudinal,  motivational,  perceptual,  or  behavioral 
outcomes  of  females  compared  to  males;  decrease  sex  stereotyping  in  general  for 
females  and  males;  and  affect  other  educationally  significant  outcomes  that  are 
important  to  parents,  educators,  or  society. 

And  finally,  this  book  was  developed  by  a  unique  confluential  effort  in- 
volving over  two  hundred  researchers,  evaluators,  developers,  disseminators, 
and  practitioners  with  expertise  in  sex  equity  and  education  who  served  volun- 
tarily and  without  financial  remuneration  as  authors,  reviewers,  and  editors.  In 
these  capacities  they  synthesized  evidence  from  empirical  and  qualitative  re- 
search and  evaluation  studies  and  from  their  personal  sex  equity  program  devel- 
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opment  and  implementation  experiences.  Such  synthetic  activities  helped  them 
arrive  at  agreements  on  their  recommendations  for  achieving  sex  equity  in  and 
through  education. 

Susan  Shurberg  Klein 

March  5,  1984 
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Examining  the  Achievement  of 

Sex  Equity  in  and  through  Education 


Susan  S.  Klein,  Lillian  N.  Russo, 
Patricia  B,  Campbell,  and  Glen  Harvey 


In  this  chapter  we  present  the  conceptual  framework  that  guided  the  volume 
authors'  examination  of  the  issues  and  answers  related  to  the  achievement  of  sex 
equity  in  and  through  education.  This  framework  contains  both  descriptive  and 
prescriptive  perspectives.  The  descriptive  aspects  help  us  examine  the  rela- 
tionship between  education  and  sex  equity  in  society;  the  nature  of  sex  dif- 
ferences and  similarities  from  both  individually-oriented  psychological  perspec- 
tives and  group-oriented  sociological  perspectives;  and  the  relationship  among 
the  various  input,  process,  and  outcome  factors  related  to  differential  treatment 
of  females  and  males  and  to  the  nature  of  sex  role  stereotyping  in  education. 

The  prescriptive  aspects  help  us  evaluate  the  extent  to  which  what  we  are 
measuring  comes  close  to  achieving  our  sex  equity  goals.  In  developing  the 
prescriptive  aspects  of  our  conceptual  framework,  we  have  also  arrived  at  some 
common  assumptions  about  the  nature  of  these  equity  process  and  outcome 
goals.  The  prescriptive  dimension  of  our  conceptual  framework  is  a  necessary 
part  of  this  book  because  it  guided  the  selection  of  research  perspectives  and 
descriptive  information  to  focus  attention  on  areas  of  concern  for  sex  equity  in 
education;  issues  or  needs  related  to  sex  equity  goals  or  values;  and  common 
answers  or  responses  to  the  equity  issues. 

THE  DESCRIPTIVE  DIMENSION  OF  THE 
CONCEPTUAL  FRAMEWORK 

The  descriptive  components  of  our  conceptual  framework  are  shown  in 
figure  1  and  table  1 .  Figure  1  illustrates  how  v;e  view  the  relationship  of  sex 
equity  in  education  to  sex  equity  in  society.  The  arrows  from  the  inner  "sex 
equity  in  education"  circle  to  the  outer  **scx  equity  in  society"  and  "society" 

The  authors  gratefully  acknowledge  the  assistance  of  Rita  Bomstein  in  developing  the  conceptual 
framework. 
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Figure  L   The  relationship  of  sex  equity  in  education  to  sex  equity  in  society. 


circles  show  how  we  view  the  achievement  of  sex  equity  through  education-  The 
arrows  go  in  both  directions  to  indicate  that  we  recognize  the  equal  roles  of  the 
general  economic,  social-cultural,  political-legal,  psychosocial,  and  other  factors 
in  influencing  the  nature  of  sex  equity  in  education.  We  also  realize  that  sex 
equity  concerns  are  just  one  type  of  concern  in  the  larger  domains  of  education 
and  society.  Many  aspects  of  our  shared  assumptions  about  the  nature  of  these 
relationships  are  described  in  part  I  of  the  book.  The  narrow  circle,  "new 
scholarship  on  women,"  is  included  to  show  thc:i  we  share  common  sex  equity 
goals  and  understandings  about  sex  differences  and  similarities  and  sex  role 
development  as  well  as  about  appropriate  methodological  approaches  for  sex 
equity  research.  Thus,  figure  1  provides  a  general  framework  for  subsequent 
descriptions  of  how  sex  equity  may  be  achieved  through  education.  As  shown  in 
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table  1,  we  were  able  to  be  even  more  explicit  about  common  ways  to  describe 
and  measure  sex  equity  in  education. 

Table  1  charts  most  of  the  complexities  that  we  have  considered  in  describ- 
ing issues  and  answers  about  sex  equity  in  our  areas  of  expertise.  Following  the 
guidance  provided  by  this  aspect  of  the  conceptual  framework,  the  authors  put 
major  emphasis  on  sex  equity  as  it  involves  the  learner  and  used  the  initial  input, 
process,  and  outcome  dimensions  as  they  described  their  evidence.  This  table  has 
also  been  used  to  remind  the  authors  to  describe  assumptions  and  evidence  about 
the  causes  of  sex-based  inequities  or  progress  toward  equity.  In  doing  so,  they 
have  been  asked  to  examine  two  types  of  phenomena:  comparisons  of  female  and 
male  learners  to  study  sex  discrimination,  and  sex  role  stereotyping  as  it  relates 
to  both  sexes.  While  it  is  possible  to  merge  the  dimensions  relating  to  these  two 
interrelated  concepts  of  sex  discrimination  and  sex  stereotyping  by  subsuming 
sex  stereotyping  under  sex  discrimination,  such  a  merger  would  have  made  it 
difficult  to  clarify  important  distinctions  between  these  two  concepts.  Thus,  we 
have  found  it  more  useful  to  differentiate  the  two  concepts  and  discuss  them 
separately. 

Measuring  Sex  Discrimination  in  Education: 
Comparisons  by  Sex 

The  "learner  attributes"  column  in  the  top  half  of  table  1  is  used  to  remind 
the  authors  to  note  relevant  ascribed  nonmalleable  learner  characteristics  such  as 
sex,  race,  ethnicity,  age,  and  permanent  disability  status.  There  is  some  debate 
about  the  extent  to  which  some  learner  characteristics  such  as  intelligence  and 
aptitude  are  malleable  or  likely  to  be  changed  by  education.  Although  we  believe 
that  many  of  the  "external  preprocess  influences"  mentioned  in  column  1 .2  may 
not  be  directly  relevant  to  sex  equity  concerns  and  that  the  relationship  between 
these  factors  and  subsequent  process  or  outcome  variables  is  hard  to  determine, 
we  have  included  this  category  for  authors  who  find  it  relevant. 

The  major  education  process  categories  include  "access"  (2.1)  and  "treat- 
ment" (2.2).  In  describing  these  categories  it  is  important  to  examine  content, 
staff  and  students,  and  instructional  materials.  Thus,  authors  may  describe 
whether  the  same  cognitive,  affective,  and  psychomotor  items  are  taught  to 
female  and  male  learners,  in  either  sex-segregated  or  coeducational  settings.  For 
example,  are  boys  taught  advanced  science  and  giris  shorthand?  In  the  staff  and 
student  category  it  is  likely  that  teachers,  other  personnel,  peers,  and  sometimes 
even  investigators  interact  differentially  with  students  by  sex.  In  investigating 
sex  differences,  it  is  important  to  note  subtle  as  well  as  overt  differences  and 
differences  that  may  arise  when  the  learner  is  a  token  representative  of  her/his 
sex,  race,  or  other  ascribed  category. 

Column  3. 1  contains  a  list  of  learner  variables  of  particular  interest  in  past 
studies  of  sex  differences,  which  will  be  described  in  more  detail  in  the  chapters 


J5 


TsUe  1.  Measuring  Sex  Equity  in  Education 


2,  The  educational  process 

I .  Initial  input  as  it  involves  the  learner  3.  Ou*conics 

Factors  I.I.  Learner  1.2.  External  2.1.  Access  2.2.  Treatment  3.1.  Learner  3.2.  Relaltd 

attributes  preprocess  influences  outcomes  outcomes 


Comparisons 
by  sex 
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Compare  females  and 
males  according  to 
their  ascribed  char- 
acteristics such  as 
race»  ethnicity,  age» 
handicap  as  well  as 
any  preticatment 
experiences  or 
scores  on  oUtcon;e 
or  other  measures 
known  to  correlate 
consistently  for 
females  and  males 
with  the  outcome 
measures.  Discuss 
assumptions  about 
the  causes  of  any 
sex  differences 
such  as  whether 
they  arc  genetic 
(biochemical)  or 
learned  (psycho- 
social). 


Describe  relevant  in* 
stitutional  input, 
per  pupil  expendi- 
tures, educational 
facilities,  male- 
female  personnel 
ratio,  expectations 
for  learners,  atti- 
tudes toward  learn- 
ers, which  may 
differentially  influ- 
ence females  and 
males. 


Describe  access  to  ed- 
ucational treatments 
(policies  and  prac- 
tices which  influ- 
ence learners* 
opportunities  to 
participate,  e.g.  re- 
cruitment, admis- 
sions, and  mentor- 
ing). 

Note  whether  access 
is  the  same  or  dif- 
ferent for  the  sexes. 
If  the  same,  de- 
scribe whether  it  is 
separate,  but  equal. 
If  different,  is  it 
provided  on  the 
basis  of  need,  mer- 
it, or  both? 

Measurement  should 
consider  the  impor- 
tance of  and  diffi- 
culty in  obtaining 
access. 


Dcscnbc  educational 
treatments  (activi- 
ties, programs, 
products,  or  prac- 
tices which  involve 
the  learner  such  as 
courses,  materials, 
and  classroom 
interactions). 

Note  whether  the 
treatments  arc  the 
same  or  different 
for  the  sexes.  If  the 
same,  describe 
whether  they  are 
separate,  but  equal. 
If  different,  arc 
they  provided  on 
the  basis  of  need, 
merit,  or  both? 

Include  relevant  infor- 
mation on  the  con- 
tent of  instruction, 
role  of  educators, 
and  role  of  educa- 
tional products  and 
practices  as  they  re- 


Coniparc  female  and 
male  learners  on 
variables  such  as 
the  following: 

Nonbchavioral: 
attitudes,  expecta- 
tions, motivations, 
aspirations,  self- 
assessm' .  ;s,  moral 
developi.aent,  cog- 
nitive achievement 

Short-term  behavioral: 
anxiety,  empathy, 
sociability,  nurtur- 
ance,  cooperation, 
level  of  activity, 
aggression,  depen- 
dency, competitive 
behavior,  enroll- 
ment in  courses, 
equal  status  cross- 
sex  interactions 

Summative 
behavioral: 
educational  attain- 
ment, incomes, 
success  in  parcnt- 


These  outcomes  do 
not  need  to  be 
composed  of  results 
from  learners  and 
may  be  by-products 
of  the  sex  equity 
process. 
Examples  include: 
o  Measures  of  orga- 
nizational effec- 
tiveness 

— school  attendance 
rate 

— school  climate 
o  Increased  teacher 
effectiveness  if 
teachers  were  not 
co;isidered  the 
learners, 
o  Costs  of  the  sex 
equity  process 
— costs  in  time, 
money,  effort  for 
educators 
— feasibility  to  edu- 
cators in  terms  of 
ease  of  use,  con- 


late  to  female  and 
male  learners. 
Measurement  should 
consider  adequacy 
and  frequency  of 
the  activity  as  it  af- 
fects the  learners. 


ing,  nurturing,  ca- 
reer choices,  civic 
activities 

Sex'based  compari- 
sons of  the  above 
outcomes  may  be 
measured  on  the 
basis  of  whether 
they  arc: 

o  the  same  (identical) 

o  proportional 

o  minimal  standards 

o  same  progress 
(gains) 

o  equivalent,  but  not 
identical 


flicts  with  other 
activities 
— satisfaction  of 
teacher,  admin- 
istration or  train- 
er with  (he 
equity  process 


Extent  of  sex 
stereotyping 


Describe  sex  role  stereotypes  commonly  shared 
by  both  sexes  and  the  degree  to  which 
learners  and  educators  believe  that  these 
stereotypes  can  be  changed.  Fo.  each  cate- 
gory of  outcome  measures,  describe  those 
which  measure  sex  stereotyping  specifically 
(i.e.»  attitudes  toward  desirability  of  sex  role 
stereotyping).  Focus  on  learners'  inter- 
nalized sex  stereotyped  views  or  self-percep- 
tions, particularly  as  they  arc  perceived  in 
relation  to  the  opposite  sex.  Where  possible, 
describe  the  interaction  of  sex  role  ster- 
eotypes with  racial,  ethnic,  age,  disability, 
or  other  pertinent  stereotypes.  Focus  on  the 
organizational  role  in  providing  a  context  for 
sex  stereotyping. 


Describe  the  nature  and  extent  of  sex  role 
stereotyping  in  any  of  the  two  above  catego- 
ries of  the  educational  process  as  it  involves 
the  learner  by  answering  questions  such  as: 

Arc  the  policies  or  activities: 

o  sex-biased  or  stereotyped? 

o  about  sex  stereotyping  in  society  and  equity 
laws? 

Arc  teachers,  peers,  and  others  teaching  sex 
stereotyping  or  the  elimination  of  same  by 
their  actions  relating  to  direct  instruction 
such  as  assignment  of  sex-stereotyped  tasks 
or  by  modeling  sex-stereotyped  behavior. 

Arc  the  instructional  materials  sex  biased,  sex 
fair,  or  sex  affirmative? 


Describe  common  learner  outcomes  in  terms 
of: 

o  Nonbehavioral  measures  such  as  attitudes 
and  expectations  about  sex  stereotyping, 
masculinity  and  femininity  scales, 
o  Short-term  behavioral  indicators: 
— knowledge  of  equal  rights  on  the  basis  of 
sex,  contributions  of  both  sexes,  aware- 
ness of  inaccurate  sex  stereotypes 
— affective  measures  such  as  information  on 
sexual  harassment  or  segregation  pattems, 
sexism  in  language 
— experiential  measures  of  nonlradilional  ca- 
reer choice,  compliance  with  Title  IX 
o  Summative  behavioral  indicators  such  as 
employment  in  nontraditional  jobs,  or  as- 
suming nonstercotyped  family  roles. 
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on  sex  differences  and  sex  role  development.  This  column  also  contains  sug- 
gestions on  diverse  ways  to  measure  sex-based  comparisons  of  learners  ranging 
from  proportional  relationships  to  differences  in  rates  of  change.  The  "related 
outcomes"  suggested  in  column  3.2  are  intended  to  remind  authors  to  look  for 
ways  that  sex  equity  in  education  contributes  to  important  organizational  and 
cost-effectiveness  outcomes  such  as  a  decrease  in  school  violence  or  the  identifi- 
cation of  effective,  easy-to-use,  low-cost  instructional  strategies  that  benefit 
students  of  both  sexes. 


Measuring  the  Extent  of  Sex  Stereotyping  in  Education 

The  bottom  half  of  table  1 ,  although  organized  like  the  top  half,  focuses  on 
sex  stereotyping — or  attributing  abilities,  motivations,  behaviors,  values,  and 
roles  to  a  person  or  group  solely  because  of  sex.  These  dimensions  in  the  top  half 
of  table  1  address  sex  differences  that  may  or  may  not  have  been  sex  stereotyped. 
The  dimensions  in  the  bottom  half  of  table  1,  unlike  those  in  the  top  half,  assume 
that  sex  stereotyping,  much  like  skills  in  mathematics  or  human  relations,  is 
learned  and  performed  by  both  sexes  and  sometimes  results  in  the  same  behavior 
for  each  sex. 

In  column  I,  "initial  input,"  authors  are  reminded  to  note  their  assump- 
tions about  sex  stereotypes  by,  among  other  things,  stating  their  assumptions 
about  whether  some  sex-stereotyped  learner  characteristics  may  be  malleable  or 
leamable  for  one  sex  and  nonmalleable  for  the  other.  For  instance,  some  people 
believe  that  boys  need  to  learn  nurturing,  caring  skills  while  girls  inherit  these 
skills  and  just  need  the  proper  environment  for  them  to  appear  naturally.  It  is 
fairiy  easy  to  distinguish  sex  stereotypes  in  the  educational  process  from  the 
simple  sex  differential  processes  described  in  the  top  half  of  this  column.  To 
identify  sex  stereotyping  in  content,  the  authors  have  described  whether  the  same 
information  presented  to  female  and  male  students  in  the  same  way  is  sex  biased 
or  stereotyped.  The  nature  and  effects  of  sex  stereotyping  in  content  and  instruc- 
tional materials  are  described  in  the  chapter  on  that  topic.  To  identify  sex  ster- 
eotyping in  interpersonal  interactions,  authors  may  note  the  extent  to  which  the 
teachers  and  students  are  either  teaching  each  other  traditional  sex  roles  and  to 
sex-segregate  themselves,  or  teaching,  modeling,  and  facilitating  nonsexist  re- 
sponsibilities and  behaviors  and  cross-sex  interactions.  This  research  is  synthe- 
sized in  the  chapter  on  classroom  organization  and  climate. 

Although  learner  outcome  indicators  of  sex  stereotyping  could  be  included 
in  examples  for  column  3.1,  which  is  focused  on  comparing  scores  by  sex,  we 
have  singled  many  of  them  out  for  special  attention  in  the  bottom  half  of  column 
3,  which  focuses  on  sex  stereotyping  for  both  sexes.  Thus,  examples  of  non- 
behavioral  measures  of  stereotypes  include  attitudes,  perceptions,  and  expecta- 
tions toward  sex  stereotyping  and  sci>les  designed  to  measure  masculinity  and 
femininity.  However,  we  urge  caution  in  using  masculinity/femininity  scales  as 
outcome  measures  because  of  various  problems  inherent  in  validating  the  ster- 
eotypes upon  which  they  are  based. 
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Summarizing  Our  Descriptive  Perspectives 

In  summary,  figure  1  contains  a  framework  for  describing  the  relationship 
of  sex  equity  in  education  to  sex  equity  in  society,  and  table  1  contains  a 
framework  for  measuring  and  describing  sex  equity  in  education.  Table  1  is 
primarily  focused  on  the  learner.  It  assumes  that  the  authors  will  describe  sys- 
tematic and  causal  relationships  among  the  input,  process,  and  outcome  col- 
umns. While  it  has  been  designed  to  be  a  circular  continuum  reading  from  the  left 
"initial  input"  column  to  the  far  right  "outcomes"  column  and  back  to  the 
"initial  input"  column,  there  is  no  absolute  distinction  among  the  columns.  As 
Borich  and  Jemelka  (1982,  p.  59)  point  out,  "Any  event  or  condition  can  be 
viewed  as  occupying  space  on  a  continuum  such  diat  it  is  simultaneously  an  end 
to  those  events  and  conditions  that  preceded  it  and  a  means  to  those  that  follow." 
Thus,  an  outcome,  such  as  a  satisfactory  test  score,  may  also  determine  access  to 
a  course.  Table  1  is  based  on  many  systems  models  of  educational  research  and 
recent  equity  continuums  developed  by  Bomstein  (1981)  and  Campbell  and 
Klein  (1982).  It  has  been  designed  to  highlight  information  dealing  with  educa- 
tional equity  and  with  gender  or  sex — but  not  sexuality.  Finally,  while  the  focus 
of  table  1  is  primarily  on  describing  sex  equity  in  education,  some  of  the  sum- 
mative  outcome  variables  may  indicate  ways  that  sex  equity  in  education  relates 
to  achieving  sex  equity  in  society. 

THE  PRESCRIPTIVE  DIMENSION  OF  THE 
CONCEPTUAL  FRAMEWORK 

As  previously  discussed  in  relation  to  figure  1 ,  which  focuses  attention  on 
achieving  sex  equity  through  education,  our  prescriptive  aspects  of  the  concep- 
tual framework  are  partially  represented  by  the  thin  circle  in  that  figure  called 
"new  scholarship  on  women."  This  and  related  concepts  and  assumptions  about 
sex  equity  in  society  will  be  discussed  more  extensively  in  the  chapters  in  part  I. 
Some  other  aspects  of  our  prescripiive  dimensions,  which  primarily  systematize 
our  descriptive  dimensions  to  explain  sex  equity  in  education,  underlie  the  cate- 
gories presented  in  table  1.  These  other  prescriptive  aspects  are  our  normative 
values  about  what  sex  equity  should  be  and  our  assumptions  about  how  we  want 
the  causal  relationships  among  the  columns  in  table  1  to  operate.  Although  we 
have  fairiy  clear  agreement  among  ourselves  and  with  our  peers  in  the  field  of 
educational  equity  about  what  we  generally  want  sex  equity  to  be,  we  are  just 
beginning  to  build  our  knowledge  base  and  consensus  about  the  precise  nature  of 
our  sex  equity  goals. 

We  have  based  the  following  outline  of  our  four  basic  sex  equity  goals  on 
the  horizontal  process  and  outcome  categories  and  the  vertical  sex  discrimination 
and  sex  stereotyping  dimensions  in  table  1 . 

L   Process  goals:  eliminate  sex  discrimination  by 

•   Providing  the  same  access  and  treatment  to  Temale  and  male  learners 
— within  the  same  context 
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— possibly  in  a  separate  (sex-segregated)  but  equal  context 

•  Providing  differential  access  and  treatment  to  female  and  male  learners 
based  on  their  needs,  their  merit,  or  their  needs  and  merit  combined 

2.  Outcome  goals:  the  elimination  of  sex  discrimination  when 

•  Both  females  and  males  acquire  the  most  valued  characteristics  and 
skills,  whether  or  not  they  are  generally  attributed  to  the  opposite  sex  or 
to  their  own  sex 

•  Both  sexes  achieve  at  least  minimum  levels  of  competency  in  the  desired 
outcomes 

•  Members  of  the  less  dominant  sex  achieve  parity  with  members  of  the 
dominant  sex  group 

•  The  range  of  desirable  outcomes  is  extended  beyond  those  formeriy 
restricted  on  the  basis  of  sex 

•  There  is  a  trend  toward  less  sex  differentiation  in  achievements 
(These  goals  may  apply  to  nonbehavioral  short-range  outcomes,  medium- 
range  behavioral  education  outcomes,  or  long-range  outcomes  that  indicate 
societal  change.) 

3.  Process  goals:  decrease  sex  stereotyping  and  sex  segregation  in  education  by 

•  Decreasing  sex-role  expectations  and  behavior  that  limit  the  oppor- 
tunities of  members  of  either  sex  to  maximize  their  individual  talents 

•  Increasing  knowledge  and  use  of  sex  equitable  (sex  fair  and  sex  affirma- 
tive) processes  by  examining  and  counteracting  sex  stereotyping  in 
society 

4.  Outcome  goals:  the  reduction  of  sex  stereotyping  and  sex  segregation  in 
education  and  society  when 

•  Fewer  jobs,  roles,  activities,  and  expectations  are  differentiated  by  sex 

•  There  is  decreased  use  of  sex  stereotypes  in  decision  making  by  and 
about  individuals 

•  Sex  segregation  in  education  and  society  caused  by  sex  stereotyping  is 
reduced 

This  outline  reveals  that  our  goals  are  not  entirely  definitive  or  mutually 
exclusive.  They  reflect  the  complexity  of  what  we  are  dealing  with  and  the 
uncertainty  of  our  knowledge  about,  and  subsequent  prescriptions  for,  cause- 
effect  relationships  that  will  advance  sex  equity.  Our  goals  are  multifaceted  and 
likely  to  differ  according  to  the  particular  learner  and  educational  context.  For 
example,  if  we  were  certain  that  sex-integrated  settings  were  best  for  reaching 
the  same  goals  for  females  and  males  in  all  circumstances,  we  might  never  select 
separate  but  equal  process  goals.  However,  since  such  causal  evidence  is  not  yet 
available,  some  authors  may  find  that  special  kinds  of  sex-differential  treatment 
in  the  short  term  may  be  needed  to  reach  longer-term  goals. 

Most  laws  to  provide  sex  equity  are  concerned  with  a  combination  of  process 
and  outcome  goals  dealing  with  sex  discrimination.  For  example,  state  Equal 
Rights  Amendments  (ERAs)  and  Title  IX  prohibit  differential  coverage  on  ihe 
basis  of  sex.  What  they  cover— such  as  the  ERAs'  "equality  of  rights"  or  title 
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IX's  "nondiscrimination,"  "exclusion  from  participation  in,"  or  "denial  of 
benefits  under  any  education  program  or  activity" — could  be  considered  as  either 
process  orouJcome  goals.  Although  goals  3  and  4  focusing  on  decreasing  sex  ster- 
eotypes may  be  viewed  as  enabling  educators  to  eliminate  nonbiological  sex  dif- 
ferences (that  is,  thiT  inti-sex  discrimination  goals),  some  laws,  such  as  the  sex 
equity  provisions  of  the  1976  federal  Vocational  *^4acation  Act  Amendment  and 
state  laws  designed  to  decrease  sex  stereotyping  rt  instructional  materials,  also 
specifically  emphasize  decreasing  sex  stereotypes  as  both  process  and  outcome 
goals. 

These  goals  have  also  guide  .1  us  in  our  selection  and  discussion  of  issues 
and  answers  in  each  of  the  chapters.  Something  is  an  issue  only  because  it 
describes  what  exists  or  what  should  exist  in  relation  to  our  goals.  For  example, 
we  would  define  the  need  for  high  school  females  to  improve  their  achievement 
in  math  as  an  issue  because  we  found  females  generally  have  lower  scores  than 
their  male  peers.  This  inequitable  relationship  is  incongruent  with  our  outcome 
goal  2,  favoring  the  elimination  of  sex  discrimination  or  differential  results  on 
desirable  educational  outcomes.  A  nonissue  for  our  purposes  would  be  a  rela- 
tionship with  no  apparent  relevance  to  our  sex  equity  goals,  such  as  the  total  per 
pupil  expenditure  as  it  relates  to  student  achievement  in  coeducational  schools. 
Answers  indicate  causal,  evidence-based  knowledge  that  shows  how  one  process 
goal  contributes  to  the  achievement  of  otlier  process  goals  or  how  the  process 
goals  relate  to  the  achievement  of  outcome  goals.  Answers  may  also  be  viewed 
as  the  identification  of  criteria  or  goals  which  will  then  be  used  to  find  more 
answers.  Clusters  of  answers  which  support  each  other  can  be  viewed  as  general 
principles  to  guide  the  practice  of  sex  equity  in  education  or  as  theories  to 
facilitate  the  development  of  sex  equity  as  a  field  of  inquiry. 

OTHER  CONSIDERATIONS 

Although  we  believe  that  no  social  research  is  completely  objective,  we 
have  provided  a  balanced  report  on  the  many  desirable  and  the  few  undesirable 
effects  of  sex  equity  activities.  Our  assumptions  are  stated  throughout  the  volume 
so  that  readers  will  be  able  to  put  the  issues,  answers,  and  recommendations  in 
perspective.  Generally  researchers  are  inclined  to  pur  greater  emphasis  on  de- 
scribing what  works  rather  than  what  doesn't  work.  However,  we  have  tried  to 
balance  this  positive  inclination  in  two  ways.  First,  we  have  included  informa- 
tion on  costs.  These  costs  may  include  undesirable  or  negative  effects  that  seem 
to  be  associated  with  the  desirable  or  positive  effects.  An  example  of  such  a 
situation  may  occur  if  the  funds  for  female  and  male  sports  are  equalized  and  in 
the  process  the  funds  available  for  predominantly  male  sports  are  decreased.  The 
second  way  was  to  report  undesirable  effects  of  sex  equity  programs.  For  exam- 
ple, some  sex  equity  activities  that  have  focused  on  girls  are  difficult  to  use  in 
coeducational  classes.  To  the  extent  possible,  we  have  usea  both  empirical  and 
qualitative  types  of  evidence  from  a  variety  of  sources  to  document  and  justify 
the  key  issues  and  answers  in  the  chapters. 
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ORGANIZATION  OF  THE  BOOK 

The  25  chapters  are  grouped  in  the  following  major  sections:  Assumptions 
about  the  Nature  and  Value  of  Sex  Equity;  Administrative  Strategies  to  Imple- 
ment Sex  Equity;  General  Educptional  Practices  to  Promote  Sex  Equity;  Sex 
Equity  Strategies  in  the  Content  Areas;  Sex  Equity  Strategies  for  Specific  Popu- 
lations, and  Sex  Equity  from  Early  Education  through  Postsecondary. 

The  authors  of  chapters  in  Part  I  have  tried  to  document  major  understand- 
ings and  assumptions  that  are  shared  by  all  the  editors  and  authors  to  avoid 
repetition  in  individual  chapters.  Similarly,  the  subsequent  parts  are  organized  so 
that  general  informatio..  .hat  is  most  likely  to  be  a  component  of  other  chapters  is 
included  in  the  earlier  sections  of  the  book.  Therefore,  part  II  on  Administrative 
Strategies  to  Implement  Sex  Equity  and  part  III  on  General  Educational  Practices 
to  Promote  Sex  Equity  precede  part  IV  on  Sex  Equity  Strategies  in  the  Content 
Areas.  They  also  cover  thiee  major  concerns  of  educators:  administration,  in- 
struction, and  curriculum. 

Although  the  chapters  and  topics  covered  in  this  book  represent  the  major 
areas  of  sex  equity  research  and  practice  in  education,  we  realize  that  some 
educational  areas  have  been  omitted.  Many  of  these  other  pertinent  sex  equity 
topics  will  be  identified  in  the  overviews  for  each  part. 

Since  we  are  attempting  to  achieve  fairly  comprehensive  coverage  of  what 
is  known  about  sex  equity  activities  in  American  education,  there  are  some 
redundancies  among  chapters.  For  example,  practices  to  promote  sex  equity  in 
teacher  and  student  classroom  interactions  have  been  tried  in  sex  equity  content 
areas  such  as  physical  education  or  math  instruction  and  with  learners  at  different 
age  levels.  Where  we  have  emphasized  similar  types  of  activities,  we  have  cross- 
referenced  each  others'  chapters. 

To  facilitate  the  use  of  comparable  information  from  several  chapters  of 
interest,  authors  in  parts  II  through  VI  used  a  parallel  structure  for  their  chapters. 
The  authors  first  described  the  rationale  or  key  sex  equity  needs  and  issues  in 
their  area.  Then  they  described  how  best  to  respond  to  the  issues,  based  on 
evidence  of  the  effectiveness  of  various  ^aategies  in  achieving  the  sex  equity 
process  or  outcome  goals.  Although  all  these  authors  were  encouraged  to  give 
relatively  more  attention  to  the  answers  than  the  issues,  some  were  less  able  to 
comply  because  less  is  known  about  what  works  to  promote  sex  equity  in  some 
areas  of  education  than  in  others.  The  final  chapter  in  the  book  contains  recom- 
mendations for  policy  makers,  developers,  educational  practitioners,  sex  equity 
advocates,  researchers,  and  cvaluators. 
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PART  I 

Assumptions  about  the  Nature 
and  Value  of  Sex  Equity 

Carol  Kehr  Tittle 


Sex  equity  is  a  broad  term  with  different  meanings  for  the  students,  parents, 
teachers,  administrators,  researchers,  and  others  who  are  concerned  participants 
in  the  schools.  !n  this  first  section  the  authors  examine  research  and  scholarly 
writing  that  gives  meaning  to  the  concept  of  sex  equity,  those  ideas  and  findings 
that  provide  the  foundations  for  the  efforts  that  are  being  made  to  achieve  sex 
equity  in  the  schools.  Three  main  assumptions  can  be  drawn  from  these  chapters: 

(1)  there  are  both  pragmatic  and  philosophical  bases  for  sex  equity  in  education; 

(2)  there  is  a  strong  interdisciplinary  basis  for  sex  equity  in  the  new  scholarship 
on  women;  and  (3)  there  is  a  supporting  base  of  social  and  behavioral  sciences 
research  from  which  to  derive  sex  equitable  approaches  to  education.  The  five 
chapters  in  this  section  both  expand  and  provide  the  rationale  for  these 
assumptions. 

Harvey  and  Noble  find  that  the  economic  and  legal  status  of  women  forms 
the  pragmatic  reasons  for  sex  equity.  The  year-to-year  stability  of  sex  differences 
in  wages  and  types  of  occupations  entered  means  fewer  resources  for  women  to 
deal  with  the  day-to-day  impact  of  changing  family  structures:  higher  divorce 
rates  and  more  female-headed  families.  These  economic  inequities  become  more 
cruel  as  increasing  numbers  of  women  enter  the  labor  force,  and  women  now 
constitute  42%  of  the  total  labor  force.  Some  recognition  of  these  inequities  is 
found  in  legal  remedies,  but  these  have  not  had  much  of  an  overall  impact  on  the 
key  indicators  of  inequity  in  status:  lower  wages  and  occupational  segregation. 
Thus,  there  is  a  critical  need  to  give  high  priority  to  sex  equity  efforts  in 
education  to  support  legislative  and  regulatory  efforts. 

There  is  another  rationale  for  sex  equity  efforts  in  education,  om^  found  in 
the  ethical  argument  advanced  by  Greene,  Historically  the  private  and  public 
realms  of  social  arrangements  and  politics  have  been  constructed  in  opposition  to 
each  other.  The  natuie  of  the  public  realm,  the  definition  of  feminine  reality  in 
terms  of  **natural"  virtues,  and  the  linking  of  the  "natural"  to  the  suboixlinatc 
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has  had  harmful  consequences:  the  implication  that  the  matter  of  human  rights, 
like  the  matter  of  justice,  is  irrelevant  when  it  comes  to  women's  lives.  Recon- 
sideratio'i  of  the  ethical  argument  justifies  the  claims  and  courses  of  action  such 
as  those  described  in  the  sex  equity  programs  in  later  chapters  and  further 
supports  the  pragmatic  rationale  developed  by  Harvey  and  Ncble. 

Biklen  and  Shakeshaft  report  on  the  evolution  of  the  new  scholarship  on 
women.  Feminist  theory  and  visions,  along  with  the  development  of  women's 
studies  courses  focusing  on  women's  roles  and  perspectives  in  Che  academic 
disciplines,  have  resulted  in  a  gradual  and  continui^ig  base  of  scholarship  on 
women's  participation  in  and  contributions  to  all  human  endeavors.  This  new 
scholarship  on  women  has  found  increasing  acceptance  m  the  academy  and  is 
now  in  the  forefront  of  the  transformation  of  the  curriculum  in  postsecondary 
institutions  of  education.  The  sex  equity  efforts  in  the  schools  draw  on  the 
research  findings  of  these  scholars  and  will  follow  the  movement  to  integrate 
further  the  research  on  women  into  the  curriculum  in  elementary  and  secondary 
schools.  This  important  development  is  another  stage  in  the  attainment  of  sex 
equity  In  education,  following  efforts  to  remove  stereotypes,  increase  representa- 
tion of  women  in  curriculum  materials,  anu  oroaden  career  choices  for  women. 

Just  as  the  philosophic  rationale  rejects  the  "natural"  virtues  ascribed  to 
women  as  the  basis  of  inequity,  research  in  the  social  and  behavioral  sciences 
finds  little  evidence  of  "natural"  sex  differences  in  the  social  and  cognitive  skills 
of  boys  and  girls  in  schools.  Research  cannot  justify  discouraging  girls  from 
courses  in  mathematics  and  the  sciences  or  disc^  ^g  boys  from  the  careers  of 
teaching  and  nursing.  Quite  the  contrary.  /  ''etersen  examine  the  facts 

about  individual  and  sex  differences  in  studu  ^  *,ne  biological,  cognitive,  and 
psychosocial  areas.  They  provide  a  perspective  on  sex  differences  by  considering 
one  of  the  major  issues  in  such  studies:  the  assignment  of  causal  influences  to 
heredity  or  environment  in  explaining  any  observed  differences  in  performance 
on  psychological  tasks.  They  conclude  that  no  clear  evidence  exists  for  genetic 
explanations  of  the  few  and  small  sex  differences  in  cognitive  skills  which  are 
found,  nor  is  there  such  evidence  fo:  psychosocial  characteristics. 

Many  of  the  differences  thought  to  exist  between  the  sexes  in  various 
stages  of  their  development  (for  example,  play  activities),  as  well  as  in  their  roles 
in  aduh  life,  are  the  result  of  wbit  one  researcher  has  suggested  occurred  during 
the  1800s  when  "virtually  all  human  relations  were  reshaped  by  a  vast  system  of 
what  modem  sociologists  would  call  sex-role  stereotyping"  (Demos,  c'uzd  in 
Collins,  1982,  p.  BIO).  Schau  describes  theory  and  research  on  the  development 
of  sex  roles  and  their  implications  for  sex  equif.y  in  education.  The  tendency  to 
sex-stereotype  behaviors  and  other  attributes  of  females  and  males  in  our  cuhure 
has  a  strong  and  pervasive  influence  throughout  our  lives.  Yet  changes  are 
occurring  in  the  work  and  parenting  roles  of  women.  Many  of  the  educational 
equity  materials  have  been  directed  at  reducing  stereotyping  in  these  areas  in  an 
attempt  to  reflect  what  actually  happens  to  men  and  women  in  their  current  lives. 
There  are  further  role  analyses  and  equit>  materials  to  be  developed;  these 
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developments  will  focus  less  on  single  roles  in  isolation,  such  as  that  of  worker, 
and  more  on  patterns  of  adult  roles,  thus  examining  the  conflicts  and  tensions 
variously  identified  as  role  ambiguity,  role  strain,  and  role  proliferation. 

In  part  I,  then,  the  authors  have  emphasized  the  value  of  sex  equity  in 
educational  settings  as  well  as  describing  the  research  basis  for  the  assumptions 
that  guide  sex  equity  programs.  Sex  equity  in  education  is  a  part  of  human  rights, 
but  Greene  tells  us  that  equity  must  be  claimed,  and  then  attained  through 
"demystification" — through  knowing  the  status  of  women  in  our  culture, 
through  increased  knowledge  of  women's  lives  and  attainments  in  all  areas, 
through  being  aware  that  there  is  no  evidence  of  educationally  relevant  sex 
differences  for  abilities  and  characteristics  required  in  schooling  and  adult  life, 
and  through  understanding  the  influence  of  sex  role  expectations  and  the  chang- 
ing life  cycle  of  women.  Beyond  the  demystification  steps  are  the  acts  of  critiqu- 
ing and  adding  further  to  our  knowledge  about  both  women  and  men  and,  finally, 
of  taking  positive  steps  to  attain  sex  equity  in  education.  The  remaining  parts  of 
this  book  continue  the  critiques  and  describe  our  progress  in  developing  interven- 
tions to  achieve  sex  equity  in  and  through  education. 
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Economic  Considerations  for  Achieving 
Sex  Equity  through  Education 

Glen  Harvey  and  Elizabeth  Noble 


Education  is  only  one  of  many  aspects  of  society  which  affects  the  achievement 
of  sex  equity.  Since  it  is  not  possible  to  examine  adequately  all  of  these  influen- 
tial factors,  this  book  las  been  intentionally  narrowed  to  focus  primarily  on  the 
role  of  education  in  attaining  equity  between  the  sexes.  In  reading  the  following 
educationally  focused  chapters,  however,  it  is  important  to  keep  in  mind  that  the 
context  in  which  sex  equity  is  to  be  achieved  is  not  a  simple  one  involving  only 
educational  factors.  It  is  complex,  involving  the  interactions  of  a  variety  of 
factors,  some  of  which  enhance  the  effectiveness  of  education  in  achieving  sex 
equity  while  others  restrict  its  impact.  Understanding  these  other  influential 
factors  and  the  complex,  interactive  context  that  they  form  can  yield  insight  into 
the  successes  and  failures  of  educational  efforts  to  achieve  sex  equity  and  can 
suggest  ways  in  which  less  successful  efforts  can  be  modified  to  interact  more 
positively  with  these  other  factors. 

The  purpose  of  this  chapter  is  to  illustrate  the  complex,  interactive  nature 
of  the  larger  context  formed  by  these  other  influential  factors  and  to  examine  the 
impact  of  education  on  the  achievement  of  sex  equity  within  such  a  context.  This 
will  be  accomplished  through  an  examination  of  the  relationship  of  education  to 
the  achievement  of  sex  equity  in  the  economic  arena.  Economic  factors  are 
considered  by  many  to  be  the  most  informative  and  reliable  indicators  of  whether 
and  in  what  areas  equity  has  been  achieved.  The  concept  of  equity  itself  is  often 
interpreted  as  a  distributional  term  denoting  "the  preferred  shape  of  the  distribu- 
tional curve  or  just  distribution  of  economic  resources  in  society"  (Hewlett, 
1977,  p.  31)  and  is  examined  extensively  in  economic  literature.  The  economic 
sphere  also  illustrates  the  complexity  of  the  relationships  among  economic  fac- 
tors, education,  and  sex  equity  as  well  as  indicating  the  difficulty  of  actually 
attaining  the  goal  of  sex  equity. 

The  authors  wish  to  thank  Wolfgang  Gurr,  Susan  Klein,  and  Carol  Tittle  for  their  assistance  in 
critiquing  this  chapter. 
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In  addition  to  discussing  economic  and  educational  factors,  major  legal  and 
regulatory  remedies  designed  to  address  gender-related  economic  inequities;  will 
be  indicated  whenever  appropriate.  Occasional  references  to  related  psychosocial 
and  social-cultural  factors  will  also  be  made,  although  these  factors  will  be 
examined  extensively  in  later  chapters. 

ECONOMIC  FACTORS 

Wliile  there  are  a  variety  of  ways  in  which  equity  can  be  specifically 
defined,  the  concept  generally  involves  issues  of  access,  treatment,  and/or  out- 
comes (Harvey,  1982);  and,  as  Weale  (1978)  suggests, 

equity  arguments  are  normally  used  in  a  context  where  one  social  group  is  being 
benefited  relative  to  another.  .  .  .  The  normal  method  of  arguing  is  to  say  that 
one  group  should  be  better  t.x^ated  than  it  is  because  another  group  like  it  in 
relevant  respects  receives  better  treatment,  (p.  28) 

This  is  precisely  the  line  of  argument  advocated  by  many  proponents  of  sex 
equity  in  the  economic  sphere,  particularly  when  the  focus  is  narrowed  to  issues 
of  the  labor  market.  When  such  a  method  of  argument  is  applied,  there  is  little 
evidence  to  suggest  that  sex  equity  has  been  achieved  in  the  economic  arena. 
There  is,  in  fact,  considerable  evidence  to  indicate  that  women  are  not  equitably 
treated,  even  when,  in  Weale's  terms,  women  are  equivalent  to  their  male 
counterparts  in  all  "relt^^ant  respects." 

Progress  in  lessening  gender-related  economic  inequities  has,  at  best,  been 
mixed.  The  impact  of  education  on  achieving  sex  equity  in  the  economic  arena 
has  also  been  mixed.  In  some  areas,  education  positively  affects  the  reduction  of 
gender-related  economic  inequities;  in  other  areas,  the  impact  is  negligible;  and 
in  still  others,  education  may  even  have  some  negative  effect. 

In  order  to  identify  where  gender-related  economic  inequities  have  been 
reduced  and  to  examine  the  impact  of  education  upon  these  inequities,  four  major 
aspects  of  the  labor  market  will  be  examined:  labor  force  participation,  unem- 
ployment, occupational  choice,  and  wages. 

Labor  Force  Participation 

In  1980,  52%  of  all  women  were  participating  in  the  labor  force,  constitut- 
ing 42%  of  the  total  work  force.  This  represents  a  dramatic  increase  in  female 
labor  force  participation.  In  1950,  for  example,  females  constituted  a  mere  29% 
of  the  total  work  force  with  only  34%  of  all  women  participating  in  the  labor 
force  (Sherman,  Sheeran,  Thornton,  &  Hill,  1982). 

A  variety  of  factors  can  be  associated  with  this  sharp  rise  in  female  labor 
force  participation.  Wilson  (1981)  suggests  that  one  such  factor  is  the  increase  in 
the  level  of  educational  attainment  of  females.  Female-male  differences  in  aver- 
age educational  attainment  are  now  minimal,  and  female  participation  in  higher 
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education  is  rapidly  increasing.  During  the  period  1976/77  to  1978/79  alone, 
females  registered  marked  increases  in  the  number  of  earned  bachelor's  degrees 
(up  4.7%),  doctor's  degrees  (up  13.6%),  and  first-professional  degrees  (law, 
theology,  medicine— up  35.2%)  (Dearman  &  Plisko,  1981). 

A  comparison  between  the  rate  of  labor  force  participation  and  the  level  of 
educational  attainment  indicates  that  females  with  higher  levels  of  education 
have  correspondingly  higher  rates  of  participation  in  the  labor  forc^.  In  the  fall  of 
1979,  for  example,  the  rate  of  labor  force  participation  of  female  school  dropouts 
was  48.4%  compared  to  a  rate  of  78.8%  for  high  school  graduates,  83.9%  for 
women  with  1  to  3  years  of  college,  and  93.4%  for  women  with  4  or  more  years 
of  college  (Dearman  &  Plisko,  1981).  This  suggests  a  positive  relationship 
between  increased  equity  between  the  sexes  in  education  (in  this  case,  raising  the 
levels  of  educational  attainment  of  females  to  correspond  more  to  those  of  males) 
and  increased  sex  equity  in  labor  force  participation. 

Education  is  not  the  only  factor  associated  with  the  increase  in  female 
participation  in  the  labor  force,  however.  Wilson  (1981)  also  points  to  changes  in 
family  planning  and  the  availability  of  labor  demand.  For  example,  the  number 
of  women  delaying  childbirth  rose  during  the  previous  decade,  with  first  births 
occurring  to  women  21  years  old  or  younger  declining  from  55.9%  in  1965-69 
to  47.4%  in  1975-79.  During  the  same  time  period,  the  average  number  of 
lifetime  births  expected  by  18-24 -year-old  married  women  declined  from  2.9  in 
1967  to  2.2  in  1979  (U.S.  Department  of  Commerce,  1980).  In  addition,  more 
than  half  of  all  women  with  children  under  the  age  of  18  were  participating  in  the 
labor  force  by  1979,  including  neariy  half  of  the  mothers  with  preschoolers 
(NACWEP,  1981). 

Changes  in  the  economy  and  the  family  structure  during  the  1970s  are  also 
suggested  as  factors  associated  with  this  increase.  Families  headed  by  single 
parents  increased  from  1  in  9  families  in  1970  to  1  in  5  by  1978  (Reder,  1981). 
The  majority  of  these  single-parent  families  are  headed  by  females  (WREI, 
1982),  thus  expanding  the  number  of  women  with  responsibility  for  the  support 
of  themselves  and  others.  A  disproportionate  number  of  these  female-headed 
families  are  poor.  In  fact,  single  mothers  constitute  "the  fastest  growing  poverty 
group"  in  the  United  States  (WREI,  1982,  p.  8).  In  1978,  1  in  every  3 
female-headed  households  was  poor,  while  only  1  in  18  male-headed  households 
was  poor;  60%  of  15-24-year-old  female  heads  of  households  lived  in  poverty; 
and  50.6%  of  black  female  heads  of  households  were  poor  (Reder,  1981). 

Changing  expectations  of  females,  increased  educational  and  employment 
opportunities  for  women,  the  efforts  of  the  civil  rights  and  women's  rights 
movements,  and  the  impact  of  legal  and  regulatory  remedies  such  as  affirmative 
action  and  Title  IX  suggest  still  other  factors  that  could  be  associated  with  this 
rise  in  participation  rates. 

It  remains  unclear  which,  if  any,  of  these  factors  can  be  attributed  with 
primary  responsibility  for  the  rise  in  the  number  of  females  participating  in  the 
labor  force.  It  is  likely  that  it  is  the  complex  interactions  of  a  variety  of  factors 
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which  have  resulted  in  the  increase.  It  is  safe  to  say,  however,  that  education  is  a 
major  factor  affecting  this  increase,  both  directly,  for  example,  through  in- 
creased levels  of  educational  attainment,  and  indirectly,  for  example,  through  the 
impact  of  education  on  other  potentially  significant  factors  such  as  family 
planning. 

Unemployment 

Historically,  women  have  experienced  higher  unemployment  rates  than 
men,  and  there  is  little  evidence  to  indicate  that  this  trend  will  change  signifi- 
cantly in  the  near  future.  In  1976,  for  example,  the  unemployment  rate  for  adult 
women  was  systematically  higher  than  for  men  within  racial  and  ethnic  catego- 
ries; 5.9%  (white  men)  compared  to  8.7%  (white  women);  16.3%  (Puerto  Rican 
men)  compared  to  22.3%  (Puerto  Rican  women);  and  15.9%  (black  men)  com- 
pared to  18.9%  (black  women)  (President's  Commission  for  a  National  Agenda 
for  the  Eighties,  1980). 

The  discrepancies  between  female  and  male  unemployment  rates  fluctuate 
with  the  economy.  Gender-related  differences  are  maximized  during  periods  of 
strong  economic  growth  and  minimized  during  periods  of  recession.  This  is 
largely  the  result  of  the  concentration  of  women  in  clerical  and  service  occupa- 
tions, which  are  affected  less  by  a  slow  economy  than  are  the  construction  and 
industrial  occupations  dominated  by  men.  Far  from  being  an  advantage  for 
women,  however,  the  concentration  of  females  in  particular  occupations  results 
in  the  continued  occupational  sex  segregation  of  females  in  low-paying  jobs,  as 
will  be  discussed  in  the  following  section. 

More  positively,  female  unemployment  rates — similar  to  labor  force  par- 
ticipation rates — appear  to  be  affected  by  the  level  of  educational  attainment.  In 
1979  the  overall  unemployment  rate  for  women  was  12.4%.  When  the  level  of 
educational  attainment  is  taken  into  consideration,  however,  the  rate  of  female 
unemployment  steadily  decreases  as  the  level  of  education  increases.  For  exam- 
ple, dropouts  experienced  a  24.7%  rate;  high  school  graduates,  10.0%;  those 
with  1  to  3  years  of  college,  7.1%;  and  those  with  4  or  more  years  of  college, 
4.6%  (Dearman  &  Plisko,  1981). 

This  suggests  that  the  overall  female  unemployment  rate  may  begin  to 
decrease  in  response  to  the  increase  in  female  educational  attainment  discussed  in 
the  previous  section.  The  probability  of  this  occurring  remains  slight,  however. 
A  recent  study  of  earned  doctorates  sinct  i940,  for  example,  indicates  that 
involuntary  unemployment  for  female  1975-78  Ph.D.'s  was  two  and  one-half 
times  higher  than  for  male  Ph.D.'s  (Ahem  &  Scott,  1981).  Thus,  equal  educa- 
tional attainment  has  not  resulted  in  equal  rates  of  unemployment  within  educa- 
tional levels.  In  addition,  since  women  are  normally  the  last  hired  and  generally 
have  less  status,  power,  and  seniority  than  their  male  counterparts,  it  is  more 
likely  that  female  unemployment  rates  will  remain  disproportionately  high.  The 
seniority  nile  of  "last  hired,  first  fired"  continues  to  work  to  the  disadvantage  of 
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women  and  minorities.  In  1981,  there  was  some  cause  for  optimism  when  the 
lower  federal  courts  weakened  the  seniority  rule  by  ordering  that  layoffs  in  the 
Boston  police  and  fire  departments  not  affect  the  percentages  of  minorities  in 
those  departments.  On  November  1,  1982,  however,  the  Supreme  Court  agreed 
to  review  the  Boston  case  (Boston  Firefighters  Union  v.  Boston  Chapter, 
NAACP,  et  aL)y  thus  throwing  the  previous  ruling  into  question. 

Occupational  Choice 

As  was  discussed  in  the  previous  section,  the  segregation  of  females  in 
low-paying  occupations  continues  to  persist,  indicating  another  aspect  of  the 
labor  market  where  equity  between  the  sexes  has  yet  to  be  achieved.  Seventy 
percent  of  men  in  the  labor  force  are  in  occupations  dominated  by  men;  54%  of 
women  are  in  occupations  dominated  by  women.  Of  553  classified  occupations 
in  the  1970  U.S.  Census,  310  had  at  least  80%  mhle  incumbents  and  50  had  at 
least  80%  female  incumbents  (Treiman  &  Hartmann,  1981).  Although  this  domi- 
nance of  particular  occupations  by  one  or  the  other  sex  is  not  by  necessity 
negative,  as  Trieman  and  Hartmann  (1981)  point  out,  "Not  only  do  women  do 
different  work  than  men,  but  also  the  work  women  do  is  paid  less,  and  the  more 
an  occupation  is  dominated  by  women  the  less  it  pays"  (p.  28). 

While  a  variety  of  factors  have  been  suggested  as  possible  causes  of 
occupational  sex  segregation,  it  is  often  through  education  and  training  that  a 
solution  is  sought.  Considerable  attention  has  been  focused  on  providing  the 
necessary  education  and  training  to  enable  women  to  move  into  traditionally 
male-dominated,  higher-paying  occupations.  A  variety  of  specific  educational 
strategies  and  programs,  many  of  which  will  be  discussed  in  later  chapters,  have 
been  developed  to  address  the  problem  of  occupational  sex  segregation.  Legisla- 
tive remedies,  such  as  the  1976  Vocational  Education  Amendments  and  Title  IX 
of  the  1972  Higher  Education  Act,  have  been  used  to  lend  support  to  these 
educational  strategies.  Extci!tive  Orders  1 1246  and  1 1375  further  support  these 
efforts  more  directly  in  the  labor  market  through  the  concept  of  affirmative 
action. 

The  success  of  these  and  other  efforts  to  reduce  occupational  sex  segrega- 
tion as  well  as  promote  sex  equity  in  general  has  been  mixed.  On  the  positive 
side,  between  1972  and  1978  female  enrollment  in  high  school  and  post-high 
school  vocational  education  programs  increased  by  60%,  and  the  proportion  of 
females  in  male-dominated  vocational  programs  also  showed  a  minor  increase 
(NACWEP,  1981).  Similarly,  in  higher  education  during  1978,  24%  of  all 
master's  degrees  in  science  and  engineering  fields  were  earned  by  women,  as 
were  19%  of  doctor's  degixjes.  While  these  degrees  were  heavily  weighted  to- 
ward the  social  and  biological  sciences,  the  number  of  women  earning  bachelor's 
degrees  in  the  physical  sciences  and  engineering  has  also  increased  (NSF/DOE, 
1980).  Occupational  employment  rates  have  tended  to  reflect  such  increases  in 
educational  attainment:  for  example,  10.4%  of  the  science  and  engineering  labor 
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force  in  1977  was  female,  an  increase  from  8.5%  in  1973.  While  this  participa- 
tion rate  remains  extremely  low,  the  rate  of  increase  in  the  number  of  female 
scientists  and  engineers  was  nearly  double  that  of  men  between  1974  and  1976 
(15%  compared  to  8%)  (NSF/DOE,  1980).  The  number  of  women  receiving 
degrees  in  other  traditionally  male  fields  such  as  agriculture,  architecture,  and 
business  and  management  has  also  increased  (NACWEP,  1981). 

On  the  negative  side,  females  still  tend  to  be  concentrated  in  particular 
areas  of  academic  specialization  and/or  vocational  training.  In  higher  education 
women  continue  to  be  represented  disproportionately  in  the  more  general  cultural 
fields  such  as  English,  languages,  and  fine  arts,  as  well  as  education  and  the 
social  sciences.  They  are  poorly  represented  in  disciplines  with  a  strong  scientific 
or  technical  emphasis  such  as  mathematics  and  engineering.  Similarly,  in  voca- 
tional programs,  traditionally  female  areas  such  as  nursing  and  general  office  and 
secretarial  programs  continue  to  be  dominated  by  females;  traditionally  male 
areas  such  as  electrical  technology  and  auto  mechanics  are  still  dominated  by 
males  (Sherman  et  al.,  1982). 

Moreover,  Dearman  and  Plisko  (1981)  report  that 

women  with  any  college  experience  were  more  likely  than  men  to  be 
professional  and  technical  workers,  but  men  at  similar  levels  of  college 
education  were  at  least  twice  as  likely  as  women  to  be  managers  or 
administrators.  In  addition,  a  full  44  percent  of  women  with  some  college  and 
21  percent  who  held  college  degrees  were  employed  as  clerical  workers  in 
1979.  (p.  219) 

This  suggests  that  the  positive  effects  of  education  on  the  achievement  of  sex 
equity  have  not  always  been  as  strong  as  had  been  hoped.  Women  with  high 
levels  of  educational  attainment  still  tend  to  remain  in  sex-segregated,  lower- 
paying  occupations  such  as  clerical  work,  and  those  who  enter  more  male- 
dominated  occupations  are  significantly  less  likely  to  have  positions  of  authority. 


A  comparison  of  female  and  male  wages  indicates  still  another  area  where 
economic  inequities  remain.  A  recent  EEOC-commissioned  study  of  measure- 
ment of  job  comparability  indicates  the  persistent  nature  of  female  and  male 
earning  differentials.  For  example,  in  1955-59,  white  women  (full-time,  year- 
round  workers)  had  a  median  income  63.2%  of  that  o^"  white  men;  black  and 
other  women  had  a  median  income  of  36.4%  of  that  of  white  men.  By  1965-69, 
the  income  of  white  women  was  57.8%;  for  black  and  other  women,  42.8%.  And 
in  1975-78,  it  was  58.6%  (white)  and  55.8%  (black/other).  In  1978,  the  mean 
earnings  of  all  adult  (18  years  or  older)  women  (year-round,  full-time,  civilian 
workers)  were  55.3%  of  the  mean  earnings  of  their  white  male  counterparts. 
White  women  earned  55.6%,  black  women  52.3%,  and  women  of  Spanish  origin 
48.2%  (Treiman  &  Hartmann,  1981). 


Wages 
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Furthermore,  males  systematically  receive  higher  wages  within  occupa- 
tional categories,  even  within  those  occupations  dominated  by  females.  Ninety- 
six  percent  of  registered  nurses  are  female,  yet  the  1980  median  weekly  wage  of 
males  in  the  field  was  S3 11.32  compared  to  S296.98  earned  by  females.  The 
discrepancy  between  female  and  male  cashiers  (86.9%  female)  was  even  greater: 
$149.27  (female)  compared  to  $216.47  (male).  The  pattern  is  the  same  in  male- 
dominated  occupations.  In  the  field  of  electrical  engineering  (96%  male),  for 
example,  women  had  a  1980  median  weekly  wage  of  $344.21  compared  to 
$505.12  earned  by  men;  male  carpenters  (99.2%  male)  earned  $304.03  com- 
pared to  $196.40  (female);  and  male  computer  specialists  (74.8%  male)  earned 
$439.47,  while  females  in  the  same  occupation  earned  only  S335. 19  (Sherman  et 
al.,  1982). 

Explanations  of  female-male  wage  differentials  have  differed  widely,  often 
focusing  on  such  factors  as  differences  in  female  and  male  worker  characteristics 
(experience,  education,  and  work  history,  for  example).  Such  explanations  have 
not  proved  accurate,  however.  An  analysis  of  studies  designed  to  explain  such 
wage  differentials  indicates  that 

only  two  of  the  studies  can  explain  more  than  one-fifth  of  the  difference 
between  men's  and  women's  average  earnings  in  terms  of  differences  in  worker 
characteristics.  The  two  studies  whose  findings  go  furthest  .  .  .  account  for  less 
than  half  of  the  difference.  (Treiman  &  Hartmann,  1981,  p.  19) 

The  1982  Working  Conference  on  Women's  Employment  and  Economic  Status 
reached  a  similar  conclusion  in  its  Final  Report:  "Research  on  the  wage  discrep- 
ancy between  men  and  women  has  shown  that  about  half  the  difference  can  be 
explained  by  differences  in  skill  and  experience.  The  other  half  is  due  to  discrim- 
ination" (WREI,  1982,  p.  15). 

Recent  studies  support  these  conclusions.  A  study  of  white-collar  federal 
employees  found  that  controlling  for  such  influential  factors  as  an  employee's 
education,  supervisory  status,  disabled  veteran  status,  and  age,  white  women 
still  earned  an  average  of  $3,416  less  than  white  men,  and  minority  women 
earned  $3,970  less  than  white  men  (Stasz,  1982). 

A  study  of  female  and  male  scientists  by  the  National  Academy  of  Sci- 
ences' National  Research  Council  indicates  similar  findings.  Matching  females 
and  males  by  race,  year,  doctoral  field,  reputation  of  degree-granting  depart- 
ment, and  prestige  of  institution  where  employed  and  where  the  degree  was 
earned  did  not  eliminate  salary  and  rank  differences  between  females  and  males 
(Project  on  the  Status  and  Education  of  Women,  1982). 

It  is  clear  from  these  studies  that  increased  equality  in  female  educational 
attainment  has  not  eliminated,  or  even  decreased,  female-male  wage  differen- 
tials. The  1980  U.S.  Census  indicates  that  even  when  education  is  controlled  for, 
mean  annual  earnings  of  full-time  year-round  female  workers  in  1978  remained 
substantially  lower  than  those  of  white  males.  White  women  with  less  than  8 
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years  of  education  earned  59.8%  of  what  their  white  male  counterparts  earned, 
while  black  women  earned  even  less — 56.5%.  With  4  years  of  high  school,  the 
percentage  remained  essentially  the  same— 58%  (white)  and  57%  (black).  A 
college  education  made  little  difference,  and  the  difference  it  did  make  was 
negative:  4  years  of  college— 51.6%  (white)  and  54.6%  (black);  5  or  more  years 
of  college— 56.8%  (white)  and  49.3%  (black)  (Treiman  &  Hartmann,  1981). 

Theoretically,  female-male  wage  differentials  of  the  type  cited  above  are 
illegal.  The  Equal  Pay  Act  of  1963  prohibits  discrimination  in  salaries  and  fringe 
benefits.  Similarly,  Title  VII  of  the  1964  Civil  Rights  Act  (from  which  much  of 
the  legal  basis  for  prohibiting  gender-related  discrimination  in  employment  de- 
rives) prohibits  employment  discrimination  (including  hiring,  firing,  compensa- 
tion, promotion,  and  so  forth)  on  the  basis  of  race,  color,  religion,  sex,  and/or 
national  origin.  Additional  laws,  such  as  the  Intergovernmental  Personnel  Act  of 
1970,  which  prohibits  sex  bias  in  nerit  systems  for  state  or  local  government 
agencies  receiving  federal  aid,  and  th^  1978  Civil  Service  Reform  Act,  also 
(theoretically)  prohibit  such  wage  differentials.  Pending  court  cases  involving 
issues  of  comparable  worth  hold  the  potential  for  expanding  interpretations  of 
these  legislative  efforts  to  include  the  notion  of  equal  pay  for  comparable  work. 

Seemingly,  this  body  of  laws  and  regulations  should  have  been  sufficient 
to  prevent  the  wage  differentials  that  continue  to  persist  between  females  and 
males.  And,  in  fact,  there  have  been  individual  and  class  action  suits  that  have 
been  successful  in  challenging  wage  discrimination.  In  the  area  of  equal  pay,  for 
example,  there  were  7,878  compliance  actions  from  June  1964  to  the  end  of 
fiscal  1977  involving  over  $147  million  owed  to  more  than  253,(X)0  workers 
(Treiman  &  Hartmann,  1981).  Yet  tliese  "successes"  appear  to  have  accom- 
plished little  in  changing  the  overall  inequitable  situation;  the  discrepancy  be- 
tween female  and  male  wages  persists.  As  the  above-cited  report  of  the  1982 
Working  Conference  on  Women's  Employment  and  Economic  Status  has  stated, 
"Laws  ,  .  .  banning  discrimination  on  account  of  age,  sex,  or  race  are  not 
monitored  or  enforced"  (WREI,  1982,  p.  15),  Recent  federal  government  efforts 
to  weaken  affirmative  action,  vocational  education,  and  Title  IX  regulations  and 
in  general  to  reduce  the  federal  commitment  to  the  civil  rights  of  women  and 
minorities  portend  an  even  more  inequitable  situation  in  the  future. 

Still  more  negatively,  education  appears  to  have  had  even  less  of  an  impact 
on  reducing  this  wage  differential  than  have  legal  remedies.  To  briefly  reiterate 
the  previously  cited  data,  during  the  period  of  1955-59,  the  median  income  of 
white  women  was  63,2%  of  that  of  white  men.  This  percentage  decreased  to 
58,6%  by  1975-78,  even  though  the  levels  of  educational  attainment  had  risen 
for  females.  Similariy,  in  1978  white  women  with  less  than  8  years  of  education 
earned  a  /i/^ft^r  percentage  of  what  their  white  male  counterparts  earned  (59,8%) 
than  did  white  women  with  5  or  more  years  of  college  (56,8%),  The  situation 
was  even  worse  for  black  women:  49.3%  (5  or  more  years  of  college)  compared 
to  56.5%  (less  than  8  years  of  education).  This,  of  course,  is  not  to  say  that 
increases  in  educational  equity  have  not  had  some  positive  effects  on  the  wages 
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of  females.  It  does  suggest,  however,  that  increases  in  educational  equity  have 
not  been  successful  in  reducing  the  discrepancy  between  female  and  male  wages 
and  that  efforts  to  achieve  such  a  reduction  must  take  into  consideration  not  one 
but  many  factors  that  continue  to  perpetuate  this  economic  inequity. 

FURTHER  THOUGHTS:  THE  SOCIAL  UTILITY 
OF  SEX  EQUITY 

The  above  discussion  illustrates  the  complexity  of  the  relationships  be- 
tween economic  factors  and  education  and  among  economic  factors,  education, 
and  sex  equity.  The  relationships  are  not  consistent,  and  often  it  is  not  even 
possible  to  determine  their  strength  or  direction.  In  some  instances,  education 
appears  to  positively  affect  the  achievement  of  sex  equity  in  the  labor  market  as, 
for  example,  in  the  case  of  increased  educational  attainment  of  women  appar- 
ently resulting  in  increased  participation  in  the  labor  force.  In  other  instances, 
neither  the  strength  nor  the  direction  of  the  relationship  are  clear  as,  for  example, 
when  the  labor  market  exhibits  a  demand  for  particular  occupations.  In  such 
cases,  it  is  probable  that  women  move  to  fill  these  positions  in  response  to  market 
demand  rather  than  education,  but  the  role  of  education  in  facilitating  this  move- 
ment is  not  known.  And  in  still  other  instances,  there  appears  to  be  no  rela- 
tionship between  education  and  economic  factors  in  achieving  sex  equity  as,  for 
example,  in  the  area  of  wages,  where  equal  or  equivalent  educational  qualifica- 
tions do  not  result  in  equal  economic  benefits. 

On  balance,  increased  sex  equity  m  education  has  not  been  as  successful  as 
many  had  hoped  in  reducing  gender-related  economic  inequities.  Why  is  this  the 
case?  Why  haven't  the  variety  of  efforts  to  promote  sex  equity  been  more 
successful  in  the  economic  arena? 

One  clue  to  better  understanding  such  limited  success  lies  in  the  nature  of 
equity  itself  Discussions  of  equity  can  often  be  reduced  to  questions  of  distribu- 
tion— who  gets  what  goods  and  services.  When  one  person  or  group  benefits, 
another  normally  loses.  Thus,  even  if  there  is  agreement  concerning  the  causes  of 
gender-related  inequities,  as  well  as  agreement  concerning  effective  remedies, 
there  may  not  be  agreement  about  what  steps,  if  any,  should  be  taken  to  eliminate 
such  inequities  or  what  our  responsibility  is  to  lake  such  steps  (Harvey,  1978). 
This  suggests  that  values  are  integrally  linked  with  equity  policy — values  often 
pragmatically  based  on  self-interest. 

This  points  to  a  major  obstacle  facing  proponents  of  sex  equity.  Many  men 
believe  that  sex  equity  is  achieved  at  their  expense.  Convincing  them  that  a  sex 
equitable  society  is  actually  to  their  advantage  is  not  an  easy  task.  In  the  follow- 
ing chapter,  Maxine  Greene  provides  a  persuasive  philosophical  argument  for 
sex  equity.  Unfortunately,  however,  when  the  issue  involves  the  redistribution  of 
wealth,  power,  benefits,  and  status,  self-interest  often  prevails  over  appeals  to 
justice  and  equality.  In  such  instances,  the  ethical  justification  for  sex  equity 
requires  a  supporting  pragmatic  justification,  indicating  how  a  sex  equitable 
society  ultimately  ^^nefils  everyone. 
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Fullenwider's  (1981)  recent  analysis  of  preferential  hiring  of  blacks  indi- 
cates a  potentially  viable  model  for  this  much-needed  pragmatic  rationale — what 
Fullenwider  labels  the  "Social  Utility  Argument."  This  argument 

takes  the  form  of  showing  that  the  aggregate  well-being  of  society  is  promoted 
by  some  policy.  ...  If  the  social  "utility"  (i.e.,  aggregate  well-being)  is 
raised,  and  raised  at  least  as  high  as  it  would  be  by  any  other  alternative,  then 
the  policy  is  said  to  be  "in  the  public  interest,"  or  "for  the  common  good." 
(Fullenwider,  1981,  pp.  18-19) 

A  similar  argument  can  and  should  be  developed  in  support  of  sex  equity, 
specifying  the  benefits  of  sex  equity  for  society.  These  benefits  arc  of  many 
types,  incorporating  the  more  ethically-oriented  (and  social)  benefits  implicit  in 
Maxine  Greene's  philosophical  rationale  with  the  more  pragmatic  (economic  and 
social)  benefits,  some  of  which  can  be  inferred  from  the  previous  discussion  of 
economic  factors. 

A  report  on  science  and  engineering  education,  jointly  prepared  by  the 
National  Science  Foundation  and  the  Department  of  Education  (1980),  suggests 
the  skeleton  of  one  aspect  of  such  an  argument. 

Education  has  long  been  the  route  by  which  upward  mobility  has  been  achieved 
by  disadvantaged  groups  in  ou:  society.  .  .  .  Increased  emphasis  must  be  given 
to  aiding  those  who  have  been  excluded,  for  too  long,  from  careers  in  science 
and  engineering.  We  stress  this  imperative  both  for  reasons  of  equity  and  to 
increase  the  size  of  the  pool  of  talent  from  which  the  Nation's  scientists, 
engineers,  and  technicians  can  be  drawn,  (p.  3) 

"Reasons  of  equity"  implies  a  philosophical  argument;  "pool  of  talent"  implies 
a  pragmatic  argument  (in  this  case,  labor  market  demand). 

It  is  this  latter  point — labor  market  demand — that  provides  an  example  of 
one  essential  argument  for  sex  equity  both  in  education  and  in  the  labor  market. 
The  NSF/DOE  report  suggests  that  our  society's  need  for  more  highly  qualified 
scientists  and  engineers  is  not  being  met  and  concludes  that  "women  still  remain 
the  largest  pool  of  talent  available  for  increasir.g  the  size  and  quality  of  the 
science  and  engineering  labor  force"  (p.  64). 

The  clear  implication  of  this  statement  is  that  there  would  be  a  definite 
benefit  to  society  if  more  women  entered  these  traditijnally  male-dominated 
fields.  But  is  it  reasonable  to  expect  that  women  will  move  into  these  fields  under 
current  conditions?  The  response  to  such  a  query  must  be  negative.  Large  in- 
creases in  the  numbers  of  females  in  these  fields  would  be  possible,  however,  if 
(1)  females  were  treated  more  equitably  in  the  educational  arena — for  example, 
if  they  were  provided  appropriate  educational  opportunities,  encouragement, 
financial  assistance,  counseling,  and  so  forth — and  if  (2)  the  labor  market  pro- 
vided more  incentives  for  a  woman  to  invest  her  resources  and  energy  in  a  career 
such  as  electrical  engineering,  where  she  knows  thai  at  present  her  median 
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weekly  earnings  will  be  S160.91  less  than  her  male  counterpart's — and  that  she 
is  significantly  more  likely  to  lose  her  job  (should  she  find  one)  than  is  her  male 
co-worker.  With  significant  reductions  in  gender-related  inequities  in  both  the 
educational  and  economic  arenas,  a  larger  labor  pool  of  scientists  and  engineers 
which  includes  substantially  greater  numbers  of  women  could  and  probably 
would  occur.  This,  in  turn,  would  result  in  increased  benefits  (social  utility)  to  be 
shared  by  all  of  society. 

This  is  but  one  example  of  the  type  of  point  that  should  be  further  devel- 
oped to  provide  a  thorough  social  utility  argument  for  sex  equity  in  society. 
Substantial  evidence  exists  to  support  the  value  of  sex  equity  in  society,  but  it  has 
yet  to  be  fully  developed  into  a  cohesive,  sound,  and  convincing  rationale  for  sex 
equity  based  on  the  notion  of  social  utility. 

The  purpose  here  has  been  merely  illustrative,  but  it  is  clear  that  the  need  to 
develop  such  a  rationale  is  critical,  both  to  justify  the  importance  and  benefit  of 
sex  equity  to  society  and  to  indicate  more  precisely  the  role  of  education  in 
achieving  sex  equity.  This  book  addresses  the  second  component  of  this  needed 
rationale — the  role  of  education  in  achieving  sex  equity.  Through  extensive 
syntheses  and  analyses  of  the  available  literature  on  sex  equity  in  and  through 
education,  the  following  chapters  go  a  long  way  toward  providing  a  major 
portion  of  this  rationale. 
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Sex  Equity  as  a 
Philosophical  Problem 

Maxine  Greene 


Muriel  Rukeyscr,  in  a  poem  called  "Kathe  Kollwitz,"  wrote: 

What  would  happen  if  one  woman  told  the  truth 

about  her  life? 
The  world  would  split  open,  (Goulianos,  1973,  p,  377) 

She  meant  the  conventional  world,  the  taken-for-granted  world;  she  meant  what 
is  arbitrarily  defined  as  "reality."  Much  the  same  might  be  said  about  the  doing 
of  philosophy,  if  philosophy  is  understood  to  signify  **a  battle  against  the  be- 
witchment of  intelligence  by  means  of  language"  (Wittgenstein,  1968,  p,  49)  or, 
alternatively,  a  matter  of  "thinking  what  the  known  demands"  (Dewey,  1916,  p. 
381).  It  entails  as  well,  for  many  inquirers,  a  critical  reflection  upon  historical 
situations  and  \  resently  lived  situations,  an  examination  of  major  premises,  a 
challenge  to  what  is  "given"  and  habitually  assumed.  Inequities,  exclusions,  and 
humiliations  are  in  part  maintained  by  the  "bewitchment"  of  the  general  intel- 
ligence (including  women's  intelligence)  and  by  mystifications  of  diverse  kinds. 
They  are  maintained,  also,  by  an  unwillingness  (or  a  refusal)  to  look  at  what  the 
human  sciences  actually  claim  with  respect  to  female  and  male  realities  and, 
surely,  by  an  incapacity  to  think  seriously  about  "what  the  known  demands." 
Moreover,  the  dearth  of  reflection  on  what  has  been  called  "natural"  and  what 
must  be  grasped  as  social  or  cultural  in  part  accounts  for  the  continuing  acquies- 
cence to  man-made  paradigms  and  to  the  fiction  of  what  is  "objectively"  the  case 
where  women  are  concerned.  An  educational  undertaking  that  is  routinized  and 
conventional,  that  is  concerned  primarily  with  basic  literacy  and  socialization 
into  frequently  inequitable  structures,  cannot  but  perpetuate  such  acquiescence. 
A  particular  kind  of  wide-awakeness  is  required  of  those  responsible  for  the 
undertaking,  a  break  with  what  Virginia  Woolf  called  the  "cotton  wool"  (1976, 
p.  70)  of  their  daily  lives,  if  the  lacks  and  deficiencies  that  obstruct  tex  equity  are 
to  be  overcome.  A  break  with  what  Hannah  Arendt  called  "thoughtlessness"  is 
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required — with  the  "heedless  recklessness  or  hopeless  confusion  or  complacent 
repetition  of  'truths'  that  have  become  trivial  and  empty"  (1958,  p.  5).  As 
Arendt  proposed,  they  need,  quite  simply,  to  think  what  they  are  doing, 

THE  HISTORICAL  CONTEXT 

The  ethical  arguments  for  sex  equity,  however,  are  not  self-evident,  and  the 
ground  must  be  cleared  to  some  degree  before  any  are  proposed.  Attention  must  be 
paid,  for  example,  t^  the  presuppositions  underlying  the  standard  arguments 
having  to  do  with  human  rights,  equality,  and  what  John  Rawls  calls  "the  morality 
of  association"  (cited  in  Wolff,  1977,  pp.  467-472):  presuppositions  having  to  do 
with  the  nature  of  the  person,  with  differences  between  men  and  women,  with 
autonomy  and  the  "sense  of  justice,"  with  the  public  and  the  private  spheres.  The 
most  common  argument  assumes  a  universality  with  respect  to  human  beings  and 
human  rights;  and  it  rests,  most  often,  upon  an  eighteenth-century  view  of  a 
society  compoi  ^d  of  unrelated  equals  governed  by  and  responsive  to  general  rules 
and  principles.  We  need  only  think  back  to  John  Locke,  Thomas  Jefferson,  and 
other  pioneers  of  liberalism.  "Men  being  by  nature  all  free,  equal,  and  indepen- 
dent," wrote  Locke,  "no  one  can  be  put  out  of  this  estate  and  subjected  to  the 
political  power  of  another  without  his  own  consent"  (Somerville  &  Sanroni ,  1 963 , 
p.  178).  As  atomic,  self-sufficient  individuals,  they  come  together  by  means  of  a 
social  contract  to  protect  their  natural  rights  and  preserve  their  property .  "We  hold 
these  truths  to  be  self-evident,"  wrote  Jefferson,  "that  all  men  are  created  equal" 
(1940,  p.  33).  From  his  perspective,  of  course,  they  come  together  to  protect  their 
rights  to  "life,  liberty  and  the  pursuit  of  happiness"  from  depredation  by  tyranny; 
but,  again,  it  is  the  individual  right  that  must  be  proteCvcd  by  a  civil  authority  or  a 
set  of  laws  acceptable  to  rational  minds.  In  liberal  thought,  the  classical  notion  of 
"essence"  still  prevailed:  the  idea  that  human  beings  were  distinguished  from  all 
other  living  beings  by  the  possession  of  a  "soul"  associated  with  active  reason — 
reason  conceived  as  the  perfection  or  the  purpose  of  the  body.  It  was  because  of  the 
capacity  of  reason  that  man,  as  Shakespeare's  Hamlet  put  it,  was  "the  paragon  of 
animals."  And  it  was  reason  that  defined  man's  "nature,"  as  it  were.  This  view, 
John  Dewey  pointed  out,  overiooked  "the  part  played  by  interaction  with  the 
surrounding  medium,  especially  the  socia^  in  generating  impulses  and  desires" 
(Dewey,  1960,  p.  269).  Nonetheless,  it  was  the  view  that  gave  rise  to  the 
conviction  that  all  men  were  equal  "by  nature."  The  feminist  tendency  has  been  to 
challenge  the  focus  on  "all  men"  and,  on  similar  premises,  to  assert  that  the  so- 
called  "essence"  must  be  seen  to  inhere  in  every  living  person,  obviously 
including  women.  And,  indeed,  the  woman  question  has  traditionally  been  con- 
ceived to  be  a  philosophical  question  by  those  who  take  this  universalist  point  of 
view.  It  is  important  to  note  that  the  idea  of  "essence"  gradually  was  linked  to  a 
concept  of  the  individual  as  a  rational  being  living  with  others  by  contract  or 
convention,  governed  by  law. 

Arguing,  then,  in  the  light  of  a  conception  of  universal  "human-ness," 


ERIC 


SEX  EQUITY  AS  A  PHILOSOPHICAL  PROBLEM  31 


many  feminists  have  simply  affirmed  that  women  are  entitled  to  all  those  rights 
that  apply  to  human  beings  qua  human  beings.  For  them,  being  a  woman  is 
"accidental";  and  any  acknowledgment  of  a  polarity  beyond  sex  differences, 
they  say,  can  only  make  women  vulnerable  to  continuing  unequal  treatment. 
Others  say  that  there  is  no  universal  human  nature,  that  sex  differences  are 
"essential  or  categorial."  Consider,  for  instance,  Carol  Gilligan's  view  that 
women  "impose  a  distinctive  construction  on  moral  problems"  and  that  there  is  a 
"centrality  of  the  concepts  of  responsibility  and  care  in  women's  constructions  of 
the  moral  domain"  (1982,  p.  105).  Gilligan,  a  developmental  psychologist,  does 
not  see  this  distinctiveness  as  God-given  or  innate,  but  she  clearly  views  devel- 
opmental differences  as  more  than  accidental .  So  do  a  number  of  French  feminist 
critics  and  writers.  Ronnie  Scharfman,  for  one,  writes  of  the  "relationship  be- 
tween reproduction  and  bonding  on  the  one  hand,  and  textual  production  on  the 
other"  (Scharfman,  1981,  p.  88).  The  philosopher  Carol  Gould  claims  that  the 
concrete  and  the  particular  are,  in  any  case,  as  appropriate  for  philosophical 
discussion  as  the  universal.  She  says  that  "the  oppression  of  women  as  well  as  all 
significant  differences  between  men  and  wonr*-  nre  thoroughly  historical  so- 
cial, and  cultural.''  She  goes  on  to  comment  "that  being  human  is  essentially  a 
social,  historical  and  cultural  matter,"  and  "differences  which  are  rooted  in  such 
contexts  are  therefore  philosophically  relevant  differences"  (Gould,  1976,  p.  7). 

Such  matters  as  equity — yes,  and  dignity  and  self-respect  and  rationality — 
can  be  approached  from  a  nonuniversalist  point  of  view.  The  argument  for  sex 
equity  can  be  and  should  be  developed  without  reliance  on  an  idea  of  "essence" 
or  a  single  definition  of  "human  nature."  It  is  possible,  for  instance,  to  take  an 
existential  view  and  assert  that  each  existing  being  must  (by  choosing)  create 
her/his  own  "nature."  We  need  only  recall  Simone  de  Beauvoir's  conception  of 
women  and  men  as  human  beings,  free  and  in  quest  of  themselves.  She  v/rote  at 
the  end  of  77z/?  Second  Sex  that  "in  both  sexes  is  played  out  the  same  drama  of  the 
flesh  and  the  spirit,  of  finitude  and  transcendence;  both  are  gnawed  away  by  time 
and  laid  in  wait  for  by  death;  they  have  the  same  essential  need  for  one  another; 
and  they  can  gain  from  their  liberty  the  same  glory"  (1957,  p.  728).  She  knew 
(and  knows)  well  the  effects  of  oppression;  she  acknowledged  and  indeed  cele- 
brated difference;  she  thought  women  could  and  should  choose  their  "ascent." 
She  did  not  rely  on  some  predetermined  or  "natural"  equality;  she  spoke  of 
"natural  behavior"  becoming  "human";  but  she  knew  that  each  person  had  to 
choose — or  to  struggle  for — his  or  her  "humanity." 

It  would  appear  that,  for  all  the  lingering  universalist  views,  there  is  a 
general  acknowledgment  that  women's  long  association  with  the  natural,  as 
opposed  to  the  sociopolitical  order,  is  and  was  a  function  of  political  and  then 
social  and  economic  arrangements.  So  is  and  was  their  confinement  to  the  so- 
called  private  sphere.  The  roots  of  such  separation  can  be  traced  back  through 
history,  perhaps  as  far  back  as  the  Greek  poiis,  perhaps  even  before.  Indeed, 
there  are  many  who  find  the  origins  in  the  passage  from  the  matriarchatc  to  the 
patriarchate  (De  Beauvoir,  p.  70),  so  remarkably  dramatized  in  Aeschylus's 
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Eumenides.  In  that  tragedy,  rendering  the  trial  of  Orestes  for  killing  his  mother, 
the  Chorus  asks  how  a  man  can  be  acquitted  for  such  a  crime.  Apollo,  defending 
Orestes,  says:  "The  mother  is  no  parent  of  that  which  is  called/her  child,  but 
only  nurse  of  the  new-planted  seed  that  grows.  The  parent  is  he  who  mounts" 
(Aeschylus,  p.  158).  This  forgiving  of  the  killing  of  Clytemnestra  has  been 
viewed  as  a  function  of  crucial  economic  changes  in  once  agricultural  Attica, 
changes  that  led  to  the  triumph  of  the  patriarchate. 

What  is  crucial  is  the  recognition  that  women's  relegation  to  private  life  is 
neither  biologically  based  nor  given  in  the  nature  of  things.  What  is  of  particular 
interest  today  is  the  way  in  which  liberal  individualism,  coupled  with  the  rise  of 
laissez-faire  capitalism,  rationalized  and  in  some  manner  depended  upon  the 
identification  of  women  with  the  "natural"  or  the  private  sphere.  It  was  in  this 
context  and  with  the  personal  and  social  consequences  in  mind  that  Mary 
Wollstonecraft,  John  Stuart  Mill  and  Harriet  Taylor,  Elizabeth  Cady  Stanton, 
and  others  defined  their  protests.  There  were  and  are  those  who  speak  of  the 
contribution  of  the  bourgeois  family  to  social  reproduction  generally;  there  are 
those  who  describe  the  exploitative  relations  within  families  as  a  reflection  of  the 
exploitation  without;  there  are  those,  like  Nancy  Chodorow  today  (1978),  who 
explain  the  social  organization  of  gender  and  the  "reproduction  of  mothering"  as 
essential  for  tlie  maintenance  of  the  division  of  labor  and  the  modes  of  production 
that  characterize  capitalist  society.  And  there  is  considerable  evidence  of  felt 
needs  to  exclude  mutuality  and  reciprocity  from  the  public  spaces  of  a  com- 
petitive system,  to  thrust  them  into  sometimes  hallowed  private  places  where 
alienated  men  could  express  their  urges  to  power  freely  and  at  once  be  nurtured 
and  restored.  To  do  this,  of  course,  they  had  to  impress  on  women  conceptions  of 
duty  and  the  need  for  self-sacrifice.  We  might  think  of  Charlotte  Bronte's  Jane 
Eyre  telling  Mr.  Rochester  that  once  men — even  like  Hercules  and  Samson — get 
married,  "they  would  no  doubt  by  their  very  severity  as  husbands  have  made  up 
for  their  softness  as  suitors;  and  so  will  you,  I  fear.  I  wonder  how  you  will 
answer  me  a  year  hence,  should  I  ask  a  favour  it  does  not  suit  your  convenience 
or  pleasure  to  grant."  Or  we  might  recall  Kate  Chopin's  Edna  Pontellier,  in  The 
Awakening,  thinking  before  her  suicide  of  the  "soul's  slavery."  But,  once  again, 
such  things  do  not  occur  "naturally." 

The  economic  and  social  realities  that  led  to  such  peculiar  couplings  were 
mediated  and  articulated  in  diverse  ways  by  thinkers  of  the  eighteenth,  nine- 
teenth, and  twentieth  centuries.  Of  particular  moment,  wher.  U  comes  to  the 
differentiation  of  the  sexes  and  the  spheres  assigned  to  each,  are  the  works  of 
Rousseau,  Hegel,  and  Freud.  Obviously,  were  it  not  for  the  match  between 
social  contract  theories  and  the  development  of  eighteenth-century  liberalism, 
such  views  as  Rousseau's  would  not  have  been  so  consequential.  The  same  is 
true  of  Hegel's  views  on  the  family  and  civil  society,  conservative  though  Hegel 
is  believed  to  have  been.  In  any  event,  Rousseau  made  the  point  in  The  Social 
Contract  that  the  family  had  preceded  civil  society  and  existed  apart  from  it. 
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Rooted  in  procreation  and  in  "naturdl'*  ties  of  love  and  affection,  the  family  was 
the  natural  form  of  social  relationship  (J 968,  p.  50).  Civil  society,  in  contrast, 
was  an  affair  of  conventions  and  contractual  relationships.  The  natural,  for 
Rousseau,  represented  the  good;  it  was  part  of  the  order  of  things  as  compared 
with  the  artifices  of  society.  When  he  wrote  that  males  were  the  natural  holders 
of  authority  in  the  family,  he  could  only  affirm  that  to  be  good  as  well.  Not 
surprisingly,  he  wrote  in  his  Emile  that  women  were  naturally  made  to  be  "at  the 
mercy  of  man's  judgment"  ( 1 9 1 1 ,  p.  1 38)  and  that  their  education  should  be  of 
the  sort  that  encouraged  the  development  of  their  feelings  and  affections,  since 
those  were  what  maintained  the  family. 

Feelings  and  affections,  however,  were — and  often  are — conceived  to  be 
at  odds  with  the  sense  of  justice  considered  basic  to  the  civil  order.  As  Carole 
Pateman  points  out,  this  has  led  to  a  viewing  of  women  as  a  threat  to  public 
order,  sometimes  to  civil  order  itself  (1980,  pp.  20-21).  Hegel's  Philosophy  of 
the  Right  extended  the  notion  that  the  family,  not  being  contractual  in  character, 
was  particularistic  and  opposed  to  the  universalistic  and  impersonal  sphere  of 
public  life.  This  meant,  in  his  context,  that  wives  were  bound  to  play  a  subordi- 
nate role  in  the  world,  were  not  to  be  educated  as  citizens,  and  were  fated  to  live 
their  lives  in  a  privileged  private  realm.  It  goes  without  saying  that  because  they 
were  barred  from  the  public  sphere,  they  had  no  claim  to  "human"— or  what  we 
now  call  "option" — rights. 

Years  later,  Sigmund  Freud  wrote  that  the  family  is  a  naturally  social 
institution  whose  primary  virtue  is  love  (not  fairness,  certainly  not  equity). 
Civilization,  he  believed,  was  the  work  of  men  capable  of  sublimations  women 
could  never  achieve  (1953).  And,  like  his  forerunners,  he  thought  that  women 
(because  their  oedipal  experiences  were  different  from  those  of  males)  were 
unable  to  develop  a  sense  of  justice.  This  insistence  on  the  antithesis  between  the 
natural  order  and  the  civic  order,  between  the  virtue  of  love  and  the  virtue  of 
justice,  was  sustained  by  the  language  of  "natural  law"  and,  in  time,  by  the 
language  of  instincts  (Pierce,  1971 ,  pp.  160-172).  Not  only  did  these  b^nguagcs 
intensify  the  traditional  mystifications,  they  carried  with  them  conceptions  of 
biological  and  psychological  determinism.  Even  as  women  have  moved  in- 
creasingly from  the  family  sphere  into  the  wider  spheres  of  economic  life,  many 
have  carried  with  them  the  notion  that  the  virtues  so  long  associated  with  them 
(affection,  sympathy,  concern)  are  marks  of  inferiority  and  incapacity  where  the 
public  realm  is  concerned.  But,  at  once,  they  continue  to  suffer  shame  or  guiit 
when  they  opt  for  self-determination  or  self-development,  thereby  turning  their 
backs  on  the  self-sacrifice  that  seemed  the  inevitable  accompaniment  of  concern. 
It  is  all  too  evident  that  many  males  (perhaps,  particulariy,  males  in  power)  have 
internalized  the  same  spectrum  of  values  and  associated  the  same  virtues  (and  the 
related  self-sacrifices)  with  unmanliness.  This  partially  explains  the  com- 
petitiveness, the  game  playing,  the  lack  of  reciprocity  and  mutuality  that  still 
characterize  the  worlds  of  industry,  politics,  and  institutionalized  education. 
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THE  PROBLEMATIC  OF  THE  PUBLIC  REALM 

The  matter  of  justification  is  closely  related  to  the  ways  in  which  the  public 
realm  is  conceived.  At  the  same  time,  it  has  to  do  with  the  ways  in  which  such 
virtues  as  mutuality  and  care  are  viewed.  The  fact  that  these  have  been  histor- 
ically defined  as  "natural"  and  therefore  linked  to  subordination  and  exclusion 
from  the  public  realm  in  no  sense  lessens  their  significance  or  the  need  to  hold 
them  in  mind  when  arguing  for  sex  equity.  It  is  true  that  because  human  rights 
(like  justice  itself)  were  so  long  considered  irrelevant  to  life  in  the  private  sphere, 
inequity  in  education  was  long  maintained  by  treating  schools  as  an  extension  of 
the  private.  Female  teachers  were  infantilized;  they  were  praised  as  "good 
daughters"  to  superintendents  (Tyack,  1974,  pp.  60  ff.);  they  were  required, 
until  well  into  the  present  century,  to  remain  unmarried,  to  remain  "girls"  in 
presumed  need  of  protection.  And  "girls,"  according  to  our  history,  were  never 
considered  fully  responsible  for  their  actions  and  therefore  not  mature  enough  to 
govern  themselves  by  rational  principles.  It  was  only  when  teachers  began  to 
take  responsibility  for  themselves  in  unions  and  other  associations  that  they  felt 
themselves  in  a  position  to  claim  their  rights  as  persons  and  professionals.  Their 
struggle  for  equality  had  necessarily  to  be  a  struggle  for  equal  rights;  and,  since 
the  possession  of  rights  was  associated  with  participation  in  the  public  ophere, 
equal  opportunities  for  participation  had  to  be  fought  for,  including  suffrage  and 
(always)  all  that  was  represented  by  "a  room  of  one's  own"  and  (at  the  very 
least)  "five  hundred  a  year"  (Woolf,  1957). 

Historical  experience,  however,  does  not  entail  an  uncritical  acceptance  of 
the  public  realm  as  traditionally  defined,  for  all  the  fact  that  entry  into  it  was  so 
prized  and  so  hard-won.  As  has  been  suggested,  what  is  generally  understood  to 
be  that  realm  even  today  has  its  origin  in  early  Enlightenment  liberalism  and,  as 
well,  in  laissez-faire  capitalism.  It  is  a  sphere  frequently  conceived  in  formal 
terms,  often  regarded  as  in  some  manner  timeless,  ahistorical  (like  Immanuel 
Kant's  "kingdom  of  ends"  [1949,  p.  30])  in  which  persons  seen  to  be  rational 
agents  guide  themselves  according  to  objective,  rational  principles  of  morality. 
The  worid  of  contingencies— the  world  of  habit,  impulse,  fallibility,  change — is 
set  apart;  so  are  the  life  histories  and  the  personal  idiosyncrasies  of  those  in- 
volved. The  individual  is  thought  to  possess  dignity  as  a  rational  moral  agent,  not 
as  a  mortal  being  caught  up  in  concrete  relationships  with  others.  Both  his  rights 
and  his  freedoms  are  functions  of  his  rationality,  since  it  is  by  virtue  of  his 
rationality  that  he  can  make  choices  and  abide  by  abstract  rules.  The  pronoun 
"his"  is  used  deliberately,  since  the  liberal  ideal,  with  a  stress  on  autonomy  and 
self-sufficiency,  has  been  in  many  senses  akin  to  the  traditional  masculine  view 
of  hunr.an  perfection  (at  least  in  the  Western  world).  Virginia  Woolfs  description 
cannot  but  come  to  mind.  She  was  talking  about  the  dependence  of  men's  sense 
of  superiority  on  their  views  of  women  as  inferior,  and  about  men's  restiveness 
under  women's  criticism.  "For  if  she  begins  to  tell  the  truth,  the  figure  in  the 
looking  glass  shrinks;  his  fitness  for  life  is  diminished.  How  is  he  to  go  on  giving 
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judgment,  civilising  natives,  making  laws,  writing  books,  dressing  up  and 
speechifying  at  banquets,  unless  he  can  see  himself  at  breakfast  and  at  dinner  at 
least  twice  the  size  he  really  is?  .  .  .  The  looking-glass  vision  is  of  supreme 
importance  because  it  charges  the  vitality.  .  .  .  Take  it  away  and  man  may  die" 
(1957,  p.  36). 

It  is  in  the  sphere  of  the  rational,  articulate,  self-regarding,  and  self- 
determining  person  that  justice  becomes  the  primary  virtue  for  many  philoso- 
phers. John  Rawls'3  conception  of  justice  as  fairness  and  his  view  of  the  "origi- 
nal position"  in  which  the  principles  of  justice  are  (hypothetically)  defined  are  in 
many  ways  exemplary  (1971,  pp.  17-22).  Rawls  posits  a  situation  in  which 
people  come  to  agreement  about  the  principles  of  justice  by  pulling  a  "veil  of 
ignorance"  over  knowledge  of  their  social  positions,  their  incomes,  and  "those 
contingencies  which  set  men  at  odds  and  allow  them  to  guided  by  their  preju- 
dices" (1971,  p.  19).  Moreover,  they  have  no  idea  of  their  purposes,  plans,  and 
interests.  It  is  supposed  that  all  parties  involved  are  equal,  "with  the  same  rights 
in  the  procedure  for  choosing  principles."  They  are  equal  as  moral  persons, 
creatures  with  "a  conception  of  their  good  and  capable  of  a  sense  of  justice" 
(1971,  p.  19).  What  Rawls  is  concerned  with  is  finding  out  whether  certain 
principles  of  justice  are  justified  when  they  are  agreed  to  in  an  initial  position  of 
equality;  and  he  presumes  that  under  the  veil  of  ignorance  there  will  be  a 
unanimous  choice  of  justice  as  fairness.  The  principle  is  intended  to  apply  to 
society  in  the  large,  in  its  widest  institutional  arrangements,  not  to  small  groups, 
families,  local  communities.  A  society  Rawls  believes,  "is  a  more  or  less  self- 
sufficient  association  of  persons  who  in  their  relations  to  one  another  recognize 
certain  rules  of  conduct  as  binding  and  who  for  the  most  part  act  in  accordance 
with  them."  The  rules  themselves  specify  a  system  of  cooperation  "designed  to 
advance  the  good  of  those  taking  part  in  it." 

Robert  Paul  Wolff,  stressing  the  abstractness  of  the  theory  and  the  re- 
moteness of  what  is  described  from  existing  actuality,  asserts  that  A  Theory  of 
Justice  "can  be  placed  historically  in  the  tradition  of  Utopian  liberal  political 
economy.  .  .  .  One  could  characterize  it  ...  as  a  philosophical  apologia  for  an 
egalitarian  brand  of  liberal  welfare-state  capitalism"  (1977,  p.  195).  The  fact  that 
(as  Wolff  indicates)  a  "formal  model  of  a  bargaining  game"  lies  at  the  center  of 
the  theory  is  not  as  important  where  women  are  concerned  as  the  neglect  of  the 
social  and  historical  realities  that  have  led  to  the  exclusion  of  women  (and  still 
lead  to  the  exclusion  of  many)  from  the  domain  where  rational  activity  is  seen  as 
the  good  for  the  individual.  There  is  certainly  something  appealing  to  the  indi- 
vidual in  search  of  ethical  justifications  for  equity  in  the  notion  that  "all  primary 
goods — liberty  and  opportunity,  income  and  wealth,  and  the  bases  of  self-re- 
spect— are  to  be  distributed  equu'ly  unless  an  unequal  distribution  of  any  or  all  of 
these  goods  is  to  the  advantage  of  the  least  favored"  (Rawls,  1971,  p.  303).  But 
Alasdair  Maclntyre,  among  others,  points  out  that  Rawls  is  primarily  concerned 
about  those  "worst  off'  with  regard  to  income,  wealth,  and  other  goods.  Com- 
paring Raw!s  with  Robert  Nozic;  and  his  view  of  "entitlement"  on  the  part  of 
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those  who  have  acquired  what  they  have  by  a  just  act  of  original  acquisition  and 
through  some  just  act  of  transfer  from  someone  else  (Nozick,  1974),  Maclntyre 
writes  ihat  both  views  are  individualistic  and  geared  to  persons  who  are  ''only 
rational."  If  this  is  so,  they  cannot  but  evoke  recollections  of  time  past,  of  the 
"rational  animal"  who  was  thought  of  as  exclusively  male.  Maclntyre  continues: 
"Thus  Rawls  and  Nozick  articulate  with  great  power  a  shared  view  which  en- 
visages entry  into  social  life  as — at  least  ideally — the  voluntary  act  of  at  least 
potentially  rational  individuals  with  prior  interests  wtio  have  to  ask  the  question 
*What  kind  of  social  contract  with  others  is  it  reasonable  for  me  to  enter  into?' 
Not  surprisingly,  it  is  a  consequence  of  this  that  their  views  exclude  any  account 
of  human  community  in  which  the  notion  of  desert  in  relation  to  contributions  to 
the  common  tasks  of  that  community  in  pursuing  shared  goods  could  provide  the 
judgments  about  virtue  and  injustice"  (1981,  p.  233).  It  should  be  clear  that  a 
concern  with  shared  goods  and  common  tasks  does  not  and  need  not  exclude  the 
growth  of  rationality,  intelligence,  insight,  all  of  which  are  relevant  to  the  life  of 
any  community.  What  is  being  questioned  is  the  so-called  "rationalist  preju- 
dice," the  association  of  advanced  cognitive  development  with  the  right  to  par- 
ticipate and  the  attainment  of  dignity.  It  would  appear  that  if  we  are  to  deal  with 
the  matter  of  equity  in  a  concrete  and  particular  context,  if  we  are  to  frame  an 
argument  geared  to  social  actualities,  we  cannot  consider  merely  those  who  are 
''only  rational"  any  more  than  we  can  neglect  the  idea  of  community. 

SEEKING  GROUNDED  JUSTIFICATIONS 

To  do  philosophy  with  respect  to  all  this  is  to  keep  visible  the  historical 
inventions  that  have  given  rise  to  conceptions  of  contracts  and  law-govemv.d 
rational  orders  in  some  fashion  separated  from  the  world  of  actualities.  By  now, 
we  have  come  to  understand  the  problematic  character  of  atomistic  conceptions 
of  the  individual  and  the  degree  to  which  human  individuality  is  a  fun'^tion  of 
relationships,  communication,  and  community  (Mead,  1948,  pp.  i35-226).  We 
have  also  come  to  recognize  the  transformation  of  the  liberal  individualist  society 
into  one  largely  oriented  to  technological  and  bureaucratic  controls,  a  society  in 
which  rationality  has  become  increasingly  depersonalized  and  "neutral,"  a  soci- 
ety :n  which  communication  has  become  increasingly  distorted  (Habermas, 
1971,  pp.  80-122).  It  is  impossible  not  to  entertain  the  notion  that  the  old 
liberalism,  with  its  deficient  and  ahistorical  views  of  the  person,  its  repression  of 
feeling,  and  its  attempted  transcendence  of  relationship  and  community,  carried 
within  it  the  potentiality  of  technicism. 

Such  critiques  as  those  of  Dewey,  who  objected  so  strenuously  tc  the  idea 
of  an  "original  endowment  of  rights,  powers,  and  wants"  and  to  liberalism's 
focus  on  the  elimination  of  obstructions  to  the  free  play  of  "the  natural  equip- 
ment of  individuals"  (Dewey,  1960,  p.  271),  may  have  led  temporarily  to  an 
increased  concern  for  general  welfare  and  equality,  but  they  did  not  stop  the 
seeds  of  technicism  from  sprouting.  Without  mentioning  women,  Dewey  did 


ERLC 


SEX  EQUITY  AS  A  PHILOSOPHICAL  PROBLEM  37 


write  that  the  removal  of  obstructions  may  have  led  to  the  liberation  of  indi- 
viduals "antecedently  possessed  of  the  means,  intellectual  and  economic,  to  take 
advantage  of  the  changed  social  conditions.  But  it  left  all  others  at  the  mercy  of 
the  new  social  conditions  brought  about  by  the  freed  powers  of  those  advan- 
tageously situated"  (1960,  p.  271).  He  may  not  have  had  women  in  mind,  bui  it 
is  difficult  to  read  the  sentence  now  without  distinguishing  between  those  "ante- 
cedently possessed  by  the  means"  and  "all  others"  without  imagining  women 
among  those  "others."  Dewey  called  continually,  it  happens,  for  a  regard  for 
totality,  interconnectedness,  sociality,  and  social  concern.  But  he  said  relatively 
little  about  the  problematic  of  the  "natural"  and  the  "civic,"  relatively  little 
about  the  subordination  of  women  or  the  denials  of  sex  equity.  For  Dewey,  the 
public  "consi^^s  of  all  those  who  are  affected  by  the  indirect  consequences  of 
transactions  to  such  an  extent  that  it  is  deemed  necessary  to  have  those  conse- 
quences systematically  cared  for"  (1954,  pp.  12-13).  There  is  no  sure  knowing 
!vhat  would  have  happened  to  what  is  thought  of  as  the  public  sphere  if  more 
voices  had  been  audible,  if  the  consequences  of  oppression  were  made  clear,  if 
more  women  had  "told  the  truth"  about  their  worlds. 

In  any  case,  at  the  present  moment,  a  manageniem  ideal  (or  a  game-player 
paradigm)  frequently  absorbs  and  distorts  the  value  of  autonomy.  As  compassion 
and  social  concern  seem  to  diminish  in  the  public  domain,  women's  rights  are 
being  eroded  on  all  sides:  the  right  to  choose,  where  abortions  are  concerned;  the 
"welfare  mother's"  rights  to  health  care  and  child  care;  the  right  to  affirmative 
action  in  hiring.  Insistent  talk  of  "family  protection"  threatens  a  new  effort  to 
thrust  women  back  into  the  private  sphere.  Economic  stringencies  are  affecting 
equity  efforts  in  the  domains  of  schooling,  as  federal  resources  diminish  and 
school  systems  do  less  to  compensate  for  longstanding  discrimination  in  class- 
rooms, as  they  do  less  to  correct  the  unfairness  to  females  inherent  in  sex-biased 
schoolbooks  and  sexist  language.  Meanwhile,  access  to  private  colleges  and 
universities  is  being  curtailed  because  of  the  absence  of  loans  and  other  supports; 
and  there  are  fewer  and  fewer  opportunities,  therefore,  for  young  women  to 
attempt  recently  opened  ladders  to  high  status  in  the  professions,  the  arts,  and  the 
sciences. 

As  never  before,  there  is  a  need  to  reconceive  curricula,  to  rethink  the 
traditional  subjects  (for  example,  history,  philosophy,  literature,  political  sci- 
ence). Female  students  need  to  be  able  to  confront  their  own  history,  to  develop  a 
critical  awareness  of  the  obliteration  of  women  from  fields  like  philosophy  and 
literature  and  the  arts.  Occasions  must  be  provided,  also,  for  them  to  engage  with 
such  reconceptions  of  female  <i*ive!opment  as  that  made  available  by  Carol 
Gilligan's  In  a  Different  Voice.  Her  reseaich  led  her  to  recognize  that  the  concept 
of  human  rights  enabled  many  young  women  to  acknowledge  the  legitim?'cy  of 
their  own  self-interest  and  to  give  up  the  "morality  of  self-sacrifice  and  self- 
abnegation."  But  she  also  discovered  that  the  "concern  for  care"  extended 
"from  an  injunction  not  to  hurt  others  to  an  ideal  of  responsibility  in  social 
relationships"  (1982,  p.  164).  Mercy,  as  Gilligan  suggests,  can  be  seasoned  with 
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justice;  and  "the  tensions  between  responsibilities  and  rights  sustains  the  dialec- 
tic of  human  development."  It  is  important  to  note  that  this  view  challenges  one 
of  the  oldest  of  either/ors:  namely,  that  mercy  and  love  exist  in  one  sphere, 
justice  in  another  The  point  of  exposing  young  women  to  such  ideas,  like  the 
reason  for  empowering  them  for  conceptual  understanding  of  their  shared 
worlds,  is  to  release  them  for  further  and  further  cognitive  action,  for  sisterly 
action,  and  for  choice. 

ARGUMENTS  FOR  EQUITY 

How  do  we  argue  for  equity  where  access  and  treatment  are  concerned? 
(Harvey,  1982).  How  do  we  make  a  philosophical  case  for  an  acknowledgment 
of  difference  and  diversity  while  asserting  that  each  person  has  an  equal  right  to 
grow,  to  choose,  to  be?  In  a  discussion  of  feminism  and  philosophy,  Nancy 
Sherman  has  said  that  "for  the  most  pan,  it  is  to  be  used  in  analyzing  the  issues 
of  rights  and  justice  and  the  goals  of  an  egalitarian  society.  As  such,  part  of  its 
task  is  to  establish  a  vision  of  a  society  which  provides  mutual  supports  for  self- 
respect  and  which  minimizes  the  hostilities  caused  by  scarcity  and  envy"  (1980, 
p.  91).  Most  commonly,  as  this  suggests,  formal  arguments  are  used  and  formal, 
rule-governed  systems  are  posited.  Rawls's  approach  is  one  example.  Brian 
Barry  provides  another,  when  he  writes  about  the  advantage  of  appealing  to 
equity  (or  "the  principle  that  equals  should  be  treated  equally  and  unequals 
equally"  [1965,  p.  152)).  He  says  that  an  appeal  of  that  sort  in  cases  suited  to  it 
has  the  advantage  that  "one  can  derive  results  from  it  without  having  to  bring  in 
any  independent  criteria  at  all;  they  may  instead  be  found  within  the  system  to 
which  the  principle  of  equity  is  being  applied.  One  may  simply  say:  in  this 
sytem,  X  is  admitted  as  relevant  yet  here  it  is  not  allowed  to  make  a  difference 
between  the  treatment  of  A's  who  have  x  and  B's  who  haven't  x;  or,  conversely, 
X  is  not  admitted  to  be  relevant  yet  here  it  does  make  a  difference.  All  that  is 
needed  is  a  sharp  eye  for  incon^^istency.  Thus,  one  may  criticize  a  series  of 
decisions  or  a  set  of  rules  as  inconsistent  with  one  another  without  having  to  look 
any  further  and  see  whether  there  is  anything  wrong  with  the  general  principles 
or  laws  underlying  the  decisions"  (1965,  pp.  152-153). 

Where,  say,  reasonably  qualified  women  are  concerned,  and  where  the 
rules  governing  recuritment  to  a  teaching  position  specify  reasonable  qualifica- 
tions, we  are  (following  Barry)  persuaded  to  take  a  stand  on  the  principle  that 
such  women  should  be  treated  as  men  are  treated  because  they  are  alike  in  what 
the  rules  specify  to  be  relevant.  There  is  no  need,  Barry  suggests,  to  commit 
ourselves  to  questions  having  to  do  with  the  criteria  that  ought  to  govern  hiring 
on  the  various  levels  of  schooling  or  anything  else.  But  this  is  another  example  of 
the  deficiency  in  the  purely  formal  argument,  since  it  not  only  leaves  out  the 
necessity  (in  actuality)  of  affirmative  action  procedures  to  insure  that  women  are 
treated  as  men  are  treated,  but  it  also  does  not  allow  for  acknowledgment  of  the 
difficulty  experienced  by  female  students  who  cannot  perceive  themselves  as 
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chemists,  school  administrators,  foundation  executives,  and  the  like,  no  matter 
what  formal  criteria  exist. 

For  all  that,  it  is  generally  agreed  that  if  we  are  to  justify  a  claim  or  a  course 
of  action,  we  are  required  to  refer  to  the  kinds  of  general  principles  that  give 
relevance  to  our  reasons.  R.  S.  Peters  is  fairly  representative  when  he  points  out 
that  "to  say  a  principle  is  general  is  to  say  that  what  ought  to  be  done  in  any 
particular  situation  or  by  any  particular  person  ought  to  be  done  in  any  other 
situation  or  by  any  other  person  unless  there  is  some  relevant  difference  in  the 
situation  or  person  in  question.  The  mere  fact  that  situations  or  persons  are  not 
identical  must  never  be  taken  as  a  ground  for  making  distinctions.  If  reasons  hold 
in  one  situation  then  they  hold  in  another,  unless  further  reasons  can  be  adduced 
which  indicate  a  relevant  difference"  (1978,  p.  22).  This  is  known  as  the  formal 
principle  of  fairness  or  justice,  depending  upon  the  existence  of  a  universe  of 
rational  discourse.  But,  once  more,  the  deficiencies  come  clear.  Someone  has  to 
make  a  conscious  choice  to  proceed  according  to  such  a  principle.  It  may  be  that 
someone  else  has  to  make  a  deliberate  demand  that  a  choice  of  that  order  be 
made. 

There  is  no  denying  that  the  principle  gives  relevance  to  the  reason  that  it  is 
wrong  to  offer  more  direct  instruction  to  high-achieving  males  than  to  high- 
achieving  females,  and  that  therefore  the  amount  of  direct  instruction  should  be 
equalized.  If  there  is  a  good  reason,  say,  for  praising  a  high-achieving  boy,  there 
is  an  equally  good  reason  for  praising  a  high-achieving  giri.  The  formal  principle 
enables  us  to  condemn  the  effects  of  unfairness  or  to  turn  our  attention  toward 
them,  but  it  does  not  permit  us  to  conceptualize  or  even  to  deal  with  its  causes.  In 
the  case  of  discrimination  with  regard  to  direct  instruction,  we  may  know  that  the 
abstract  principle  has  been  violated;  but  there  is  nothing  lo  tell  us  that  the 
discrimination  was  on  the  basis  of  sex.  Nor  does  this  way  of  thinking  help  us 
understand  the  intentions  of  the  teacher  who  was  guilty  of  discrimination,  nor 
why  sex  became  a  relevant  factor  in  the  situation.  Most  importantly » a  concentra- 
tion on  principle  does  not  permit  attention  to  be  turned  to  the  actual  decisions 
made  within  the  particular  situation,  nor  to  the  existing  alternatives,  nor  to 
neglected  possibilities.  As  has  been  suggested,  the  realni  governed  by  formal 
principles  (even  so  confined  a  realm  as  a  public  school)  ex-sts  apart  from  the 
temporal  realm  of  relationship,  feelings,  intentions,  and  actions.  The  awareness 
of  princirrle  may  provide  a  perspective,  a  means  of  selecting  those  features  of  a 
situation  that  need  atleniling  to;  but  living,  fallible  persons  have  deliberately  to 
take  responsibility,  even  as  they  have  to  develop  some  sensitiv!t>  to  the  plight  of 
others.  There  must  be  some  ability  to  enter  into  dialogue  witn  others,  to  look 
liirough  others*  eyes  at  what  is  bcing  lived  ir  common,  to  name  what  is  wrong, 
and  then  (in  the  midst  of  determinants)  to  choose — freely,  authentically — to 
remove  (in  this  case)  existing  inequities,  in  some  manner  to  transform. 

There  is  no  question  but  that  those  being  discriminated  against  are  entitled 
to  claim  that  their  rights  are  being  /iolated.  There  are  at  least  pto  forma  agree- 
ments that  each  individual  is  entitled  to  protection  against  encroachments  on 
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her/his  freedom  (to  choose,  to  learn,  to  grow).  If  freedom  docs  signify  the  power 
to  act  and  to  choose,  if  freedom  does  refer  to  the  release  of  capacities,  then  surely 
educational  inequities  must  be  considered  to  be  infringements  on  fundamental 
rights.  We  recognize,  however,  that  such  considerations  mean  little  if  those 
involved  or  affected  do  not  care,  if  they  arc  unable  to  structure  their  realities  in 
terms  of  reciprocity,  if  there  exists  no  social  concern.  Moreover,  formal  consid- 
erations mean  little  if  conditions  are  not  consciously  and  deliberately  created  to 
defend  or  to  secure  those  rights. 

We  need  only  recall  the  presumed  guarantee  of  equal  educational  oppor- 
tunity to  see  how  little  it  actually  meant  until  people  came  together  to  demand 
compensations  for  disadvantages,  to  demand  that  differential  opportunities  be 
provided  for  diverse  young  persons.  They  were  making  claims  when  they 
marched  and  petitioned  and  held  their  meetings.  It  is  doubtful  whether  rights 
were  ever  conferred  without  demand  and  claim.  There  are  those,  like  Joel  Fein- 
berg,  who  speak  of  "valid  claims,"  the  official  recognition  of  which  is  called  for 
by  existing  rules  or  principles.  **To  have  a  claim/*  Fcinberg  writes,  "...  is  to 
have  a  case  meriting  consideration,  that  is,  to  have  reasons  or  grounds  that  put 
one  in  a  position  to  engage  in  performative  and  propositional  claiming.  The 
activity  of  claiming  ...  as  much  as  any  other  thing,  makes  for  self-respect  and 
respect  for  others,  gives  a  sense  to  the  notion  of  personal  dignity"  (Feinberg, 
1978,  p.  31).  Again,  we  see  a  linking — from  a  somewhat  different  perspective — 
of  rights  and  responsibilities,  or  (in  this  case)  "respect  for  others."  Bertram 
Bcndman  writes  that  rights  ought  to  be  understood  as  warrants  for  making 
claims,  that  a  right  is  a  "justification  for  claiming."  Then  he  says  that  "a  just  (or 
justified)  entitlement  for  making  effective  claims  and  demands  is  what  we  under- 
stand by  a  right"  (Sandman  &  Sandman,  1978).  Like  Fcinberg,  he  has  in  mind  a 
context  or  rules  or  principles  that  give  relevance  to  a  person's  "reasons  or 
grounds"  for  making  her  claims;  but  the  significant  point  is  that  a  mere  abstract 
acknowledgment  (due,  let  us  say,  to  a  sense  of  justice)  is  coupled  with  and 
realized  in  the  act  or  acts  of  claiming,  of  demanding.  Action  of  this  sort,  where 
sex  equity  is  concerned,  must  take  place  in  the  changing,  complex,  intersubjec- 
tive  world  of  schools — where  persons  are  empowered  to  reason  but  must  also 
care  and  attend. 

William  James  once  wrote  about  concrete  living  persons  making  claims 
upon  one  another  and  about  the  sense  in  which  claims  create  obligations.  He 
believed  that  every  claim  any  person  made  ought  to  be  satisfied  unless  some 
other  claim  could  be  shown  to  conflict  with  it  (1956,  pp.  194-195).  It  is  not 
difficult  to  imagine  conflicting  claims  in  the  present  difficult  time:  conflicts 
between  those  who  say  they  arc  entitled  to  equal  treatment  and  those  who  claim 
the  right  to  compensatory  discrimination;  conflicts  between  those  who  affirm 
their  rights  to  seniority  and  those  who  think  merit  should  be  rewarded,  seniority 
or  no.  One  philosopher  has  made  the  point  Jhat  it  may  be  unjust  for  larger 
rewards  to  be  provided  for  tasks  that  require  superior  intelligence.  "This  is 
simply  the  way  things  work  out  in  a  technologically  advanced  society,"  he 
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wrote,  "with  a  market  economy.  It  does  not  reflect  a  social  judgment  that  smart 
people  deserve  the  opportunity  to  make  more  money  than  dumb  people**  (Nagel, 
1973,  p.  348).  If  sex  equity  is  to  be  achieved  in  education,  it  may  be  that  the 
matter  of  economic  justice  ought  to  be  separated  from  the  question  of  equity  in 
the  distribution  of  employment.  If  it  were,  it  might  be  possible  to  diversify  the 
opportunities  made  available  in  the  light  of  an  expanded  vision  of  merit  and 
competency,  an  altered  approach  to  rewards.  Surely,  equal  opportunities  should 
not  be  reserved  only  for  the  smart  or  the  superior.  The  point,  after  all,  of  the 
struggle  for  sex  equity  in  education  is  to  provide  the  opportunity — the  equal 
opportunity — for  growth  and  development  in  self-chosen  ways  to  women  as  well 
as  men. 

It  remains  crucial,  however,  for  ^vomen  to  continue  making  their  demands 
and  creating  obligations.  Jill  Conway  made  the  important  point  some  years  ago 
that  women  should  not  be  content  until  they  found  places  at  the  center  of  those 
academic  institutions  that  create  and  transmit  the  culture  of  the  West.  "On  the 
one  hand,"  she  said,  "to  be  in  command  of  that  culture  women  must  master 
skills  in  mathematics  and  the  hard  sciences  which  have  been  traditionally  defined 
as  unfeminine  and  neglected  in  the  education  of  females.  On  the  other  hand,  if 
these  skills  in  abstract  reasoning  are  to  be  applied  in  a  manner  which  draws  upon 
the  inner  springs  of  creativity,  they  must  be  acquired  in  a  way  which  is  no  threat 
to  the  female  identity.  This  can  be  achieved  by  an  educational  e\periv*nce  which 
is  critical  of  many  of  the  assumptions  of  a  male-controlled  culture  and  which 
takes  the  female  as  the  norm  rather  than  the  deviant  exception  to  the  life  of  the 
mind.  One  precondition  for  such  a  view  of  intellectual  life  is  a  sense  of  solidarity 
with  female  colleagues'*  (1971,  p.  241). 

Again,  the  point  is  made  that  some  of  our  taken-for-grantedness  regarding 
self-sufficient  rational  agents,  focally  concerned  with  the  protection  of  their  own 
individual  rights,  ought  to  be  questioned,  and  that  an  enriched  ethic  of  responsi- 
bility and  solidarity  ought  to  be  linked  to  the  traditional  orientation.  It  remains 
entirely  possible  to  develop  a  notion  of  justice  grounded  in  the  sense  of  mutuality 
and  respect.  Hannah  Arendt  thought  that  "what  love  is  in  its  own,  narrowly 
circumscribed  sphere,  respect  is  in  the  larger  domain  of  human  affairs"  (1958,  p. 
243).  Respect,  like  friendship,  is  directed  toward  the  person  and  finds  expression 
when  persons  come  together  in  speech  and  action.  To  come  together  freely  in  this 
manner,  acknowledging  distinctiveness  and  equal  worth,  is  qLite  different  from 
the  contractual  relation;  and  the  capacity  to  do  so  may  derive  from  what  is  most 
valuable  in  female  experience — precibcly  that  which  was  for  so  long  denigrated 
and  denied. 

Even  this,  of  course,  is  not  enough  at  the  present  moment  of  our  history.  If 
sex  equity  is  to  be  secured,  there  must  be  intellectual  action  among  women  of  a 
force  and  vibrancy  never  attempted  before.  As  the  French  writer  Catherine 
Clement  says,  there  must  be  "knowledge  of  the  real  relationship  between  intel- 
lectual activity  and  the  overall  totality  of  forces  that  seek  to  change  society  **  She 
believes  that  that  is  the  condition  of  all  intellectual  action;  and  it  surely  seems  to 
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be  SO  for  women  in  this  country  today.  Then  Clement  continues:  "Feminine 
crisis  does  not  truly  signify,  it  does  not  produce  any  change.  .  .  .  Enclosed  as  an 
enclave  by  all  of  the  group  and  individual  constraints,  feminine  crisis  remains 
enslaved.  That  women*s  language  must  first  be  a  stuttering,  when  it*s  about  real 
suffering,  is  true  in  fact;  can  we  make  a  weapon  of  this  shackle?  A  means  must 
be  elaborated  to  unhinge  entire  panels  of  ideology;  a  rigorous  activity  is  needed 
which  for  the  sake  of  rigor  must  think  out  and  measure  its  relation  to  social 
activities  as  a  whole"  (1981,  pp.  135-136). 

Demystification,  critique,  and  intellectual  action:  these  are  the  phases  in 
the  doing  of  philosophy  where  the  problem  of  women  and  the  matter  of  equity 
are  concerned.  The  magician's  tricks,  the  old  illusions  of  the  "naturaJ"  order 
must  be  exposed;  the  historical  and  social  origins  of  inequity  must  be  disclosed; 
and  women  must  make  their  demands  and  their  claims  along  with  others — make 
them  powerfully  and  passionately.  Only  then  can  discrimination  and  stereotyping 
be  effectively  eliminated;  only  then  can  individuals  be  empowered  to  make  use 
of  education  to  attain  sex  equity;  only  then  may  equity  be  expanded  in  educa- 
tional activities.  To  work  for  sex  equity  in  education  and  the  social  order  as  a 
whole  is  to  move  to  alter  the  oppressiveness  that  makes  individual  autonomy 
antithetical  to  social  concern.  It  is  to  rediscover  what  it  signifies  to  be  a  person 
and  a  woman,  while  discovering  what  it  signifies  to  transform. 
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The  New  Scholarship 
on  Women 


Sari  Knopp  Biklen  and  Charol  Shakeshaft 


Any  research,  including  educational  research  on  sex  equity,  relies  on  a  concep- 
tual framework,  on  a  chosen  view  of  the  human  condition.  Researchers,  howev- 
er, are  not  always  aware  of  the  assumptions  that  underlie  the  work  they  do, 
particularly  if  that  work  is  part  of  the  tradition  of  conventional  scholarship.  For 
this  reason,  feminist  scholars  have  placed  greater  emphasis  in  recent  years  on  the 
need  to  identify  all  such  frameworks. 

In  this  chapter,  we  examine  the  conceptual  framework  for  sex  equity 
research.  We  call  this  understanding  of  gender  relations,  which  is  neither  narrow 
nor  inflexible,  the  new  scholarship  on  women.  The  tem  itself  has  only  recently 
come  into  use;  it  was  developed  in  order  to  define  more  clearly  the  content  it 
proscribed:  scholarship  that  rested  on  an  androcentric  understanding  of  gender 
relations.  How  does  the  new  scholarship  on  women  relate  to  the  larger  social 
movement  for  sex  equity?  How  does  it  differ  from  women's  studies?  What  is  this 
understanding  of  gender  relations?  These  are  the  questions  with  which  we 
grapple. 

It  is  also  important  to  note  that  we  take  an  evolutionary  perspective  on  the 
new  scholarship  on  women.  That  is,  over  time,  new  fields  of  scholarship  as  well 
as  movements  for  social  change  (equal  rights  for  women)  develop  greater  sophis- 
tication. As  a  result  of  this  sophistication,  our  scholarly  horizons  expand,  our 
research  questions  change.  We  address  these  changes  as  well.  We  start  with 
feminism,  the  broadest  perspective,  discuss  the  evolution  of  women's  studies, 
and  finally  focus  on  the  research  directions  of  the  new  scholarship  on  women. 


The  authors  would  like  to  acknowledge  assistance  from  Ann  Fitzgerald  and  Joan  Shapiro  on  some 
of  the  women's  studies  information. 
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FEMINISM 

The  basis  of  the  conceptual  framework  of  the  new  scholarship  on  women  is 
feminism.  Feminist  perspectives  vary  and  are  shaped  by  the  sociopolitical  values 
of  those  who  consider  themselves  feminists.  Hence,  feminists  car*  be  dis- 
tinguished as  liberal  feminists,  socialist  feminists,  radical  feminists,  and  marxist 
feminists.  Basic  to  feminist  thought,  however,  is  the  "belief  that  the  unequal  and 
inferior  status  of  women  is  unjust  and  needs  to  be  changed"  (Jagger,  1978,  p.  5). 
Feminism  touches  all  areas  of  social,  political,  and  economic  life,  providing  both 
an  activist  mode  for  changing  inequalities  and  a  theoretical  base  from  which  the 
new  scholarship  emerges.  We  focus  here  on  the  theoretical  base. 

Two  interrelated  feminist  principles  have  particularly  influenced  our  schol- 
arship. First,  to  understanu  and  value  women's  lives,  we  must  put  them  at  the 
center  of  our  inquiry.  We  must  ask  how  all  issues  affect  women  as  well  as  men. 
A  major  effect  of  feminism  on  scholarship,  then,  has  been  to  change  the  schol- 
arly locus.  In  education,  for  example,  scholars  began  to  question  the  eflects  of 
elementary  schools  on  giris  (w?iere  eariier  the  research  focus  had  been  on  boys), 
to  examine  the  ways  textbooks  portrayed  giri^,  and  to  research  the  historical 
relationship  between  women  and  teaching. 

Human  activity,  then,  becomes  what  both  men  and  women  do,  not  just 
what  men  do.  Feminists  agree  with  Pleck  &  Pleck  (1980)  that  in  conventional 
scholarship  "the  activity  and  behavior  of  men  are  seen  as  human  activity,  that  of 
women  as  distinctly  female"  (p.  1),  and  they  work  to  eliminate  this  bias.  Femi- 
nism attempts  to  overcome  the  image  of  woman  as  "the  stranger''  (Smith,  1979) 
or  as  "the  other"  (de  Beauvoir,  1951).  We  must  then  substitute  an  alternative 
framework  to  replace  this  rejected  view  of  gender  relations. 

The  second  feminist  principle  to  have  influenced  our  scholarship  is  that  the 
obstacles  women  face  are  structural  (Scott,  1981).  The  personal  situations  that 
women  confront,  then,  are  derived  from  a  larger,  group  inequality.  At  the  same 
time,  this  social  devaluation  may  be  individually  internalized.  The  new  schol- 
arship reflects  this  feminist  principle,  taking  into  account  the  structural  causes  of 
inequity  and  considering  the  position  of  women  5*3  a  group. 

The  particular  goal  of  sex  equity  in  education  is  part  of  this  larger  agenda  to 
shape  'a  future  in  which  gender  is  not  a  basis  for  discrimination,  where  one  sex  is 
not  valued  more  highly  than  another,  and  where  what  we  know  about  human 
beings  is  based  on  the  study  of  women's  and  giris'  as  well  as  men's  and  boys' 
lives.  These  are  the  common  values  that  permeate  and  bind  together  the  chapters 
in  this  book. 

WOMEN'S  STUDIES 

If  we  think  of  the  relationship  between  the  terms  we  are  defining  as  a 
pyramid,  we  see  that  feminism  represents  the  broadest  aspects,  the  intellectual 
and  theoretical  base.  Women's  studies  represents  the  center  level  of  the  pyramid 
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because  it  too  encompasses  a  broad  range  of  activities  and  interests.  An  out- 
growth of  feminism,  women's  studies  was  originally  used  to  refer  to  ail  educa- 
tional efforts— whether  in  colleges  and  universities,  high  schools,  elementary 
schools,  day  care  centers,  continuing  education  facilities,  or  women's  centers — 
to  redress  the  inequities  women  have  faced. 

An  evolutionary  look  at  descriptions  of  women's  studies  shows  that  the 
term  has  become  focused  over  time.  In  1972,  for  instance,  Gerda  Lemer  sug- 
gested two  characteristics.  Tne  first  was  that  the  approach  must  be  interdisciplin- 
ary because  the  study  of  women's  lives  could  not  be  confined  by  a  single 
discipline.  The  second  was  that  it  had  to  involve  more  than  students*  intellects:  it 
also  had  to  reach  their  feelings  and  philosophy.  Consciousness  raising  had  to  be 
an  integral  part  of  women's  studies  (Lemer,  1972). 

By  1975,  some  definitions  began  to  emphasize  that  women's  studies  was 
that  part  of  the  women's  movement  that  occurred  in  educational  settings: 

Women's  studies  represents  an  on-going  effort  to  put  women's  contributions  to 
humanity  into  proper  perspective.  It  is  the  "academic"  end  of  the  women's 
movement,  with  "academic"  redefined  to  include  the  process  of  becoming  as 
the  vital  core  of  our  subject  maUer.  Our  methods  are  subversive  of  disciplines 
which  in  the  past  have  ignored  or  excluded  matters  of  utmost  concern  to  us  as 
women.  (Schramm,  1975,  p.  1) 

The  academic  interdisciplinary  approach  and  the  concern  with  process  were  still 
emphasized.  At  this  stage,  women's  studies  practitioners  felt  that  the  disciplines 
could  not  retain  their  existing  shape  if  they  were  to  include  women's  lives 
centrally. 

More  recently  Florence  Howe,  one  of  the  founders  of  women's  studies  as 
we  know  it  in  these  decades,  summarized  the  goals  of  women's  studies  pro- 
grams. While  the  consciousness-raising  aspect  was  sti!l  present,  research  was 
emphasized  and  educational  objectives  clarified.  The  goals  were 

!•  to  raise  the  consciousness  of  students  and  faculty  alike  about  the  need  to 
study  women; 

2.  to  begin  to  compensate  for  the  absence  of  women,  or  for  the  unsatisfactory 
manner  in  which  they  were  present  in  some  disciplines,  through  designing 
new  courses  focusing  on  women; 

3.  to  build  a  body  of  research  about  women; 

4.  with  that  body  of  research,  to  reenvision  the  lost  culture  and  history  of 
women; 

5.  using  all  four  goals,  to  improve  the  education  of  wumen  and  men  through 
changing  what  we  have  come  to  call  the  "mainstream"  curriculum.  (Howe, 


A  change  in  language  accompanies  this  focus  on  research. 

Discontent  with  the  term  "women's  studies"  has  grown.  Women's  studies 
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referred  to  an  educational  arena  so  large  that  it  had  become  confusing.  Its  content 
area  ranged  from  high  school  curriculum  development  to  research  in  the  academ- 
ic disciplines.  Women's  studies  confused  people,  as  well,  because  it  was  often 
difficult  to  differentiate  it  from  the  women's  movement  (Stimpson,  1980). 

THE  NEW  SCHOLARSHIP  ON  WOMEN 

Finally,  we  reach  the  top  third  of  our  pyramid,  which  consists  of  feminist 
scholarship  about  women's  lives.  Tne  new  scholarship  about  women  "concerns 
itself  with  ideas,  facts,  concepts,  data,"  and  has  three  major  goals:  "to  de- 
construct error  about  women,  an  extensive  task;  to  add  to  the  existing  body  of 
knowledge  to  compensate  for  the  absence  of  women  in  the  past;  and  to  transform 
consciousness  through  such  processes"  (Stimpson,  1980,  pp.  1-2). 

As  this  last  goal  suggests,  the  new  scholarship  on  women  will  increase  our 
understanding  of  human  behavior  and  society,  since  an  inadequate  concep- 
tualization of  the  female  experience  distorts  our  perspectives  on  the  human 
experience  as  a  whole.  Research  on  sex  equity  in  education  is  one  example  of  the 
new  scholarship  on  women.  The  emphasis  on  equity  implies  that  studies  of  sex 
equity  will  compare  men  to  women  rather  than  focus  on  women.  The  new 
comparative  questions,  however,  may  offer  new  insights  into  the  lives  of  men 
because  they  do  not  assume  that  male  activities  are  the  norm  for  human 
activities. 

As  a  result  of  assumptions  that  male  activities  define  those  of  women  as 
well,  many  existing  paradigms  and  theoretical  models  in  the  social  sciences 
reflect  imprecise,  inaccurate,  and  imbalanced  scholarship  in  their  attempts  to 
understand  and  explain  hi'^an  behavior.  Historians  who  write  the  new  schol- 
arship of  women,  for  example,  suggest  that  most  current  designations  of  histor- 
ical periods  reflect  major  events  in  the  lives  of  men,  but  not  those  in  the  lives  of 
women.  Hence,  Joan  Kelly  (1976)  asked,  "Did  women  have  a  renaissance?"  If 
they  did,  she  suggested,  it  was  not  during  the  same  period  that  men  had  theirs. 

The  new  scholars'  response  to  the  old  scholarship  on  women  has  been 
twofold.  First,  they  have  critiqued  the  narrowness  of  the  perspective  of  these 
"conventional  modes  of  establishing  social  knowledge"  (Westkott,  1979).  Sec- 
ond, they  have  undertaken  new  research  that  puts  women  at  the  center  of  the 
inquiry  in  order  to  relate  and  incorporate  female  experience.  This  approach  seeks 
to  broaden  and  enlarge  the  body  of  knowledge  in  the  social  sciences. 

The  new  scholarship  on  women  takes  place  in  stages.  The  first  stage  of 
inquiry  has  reflected  a  documentation  of  how  things  are  for  women.  It  has  not  yet 
removed  man  as  the  measure — whether  it  is  a  measure  of  career  patterns,  teach- 
ers' work,  or  schoolmg  practices.  Thus,  this  first  stage  of  inquirj'  has  looked  at 
the  fem?J**  experience,  but  from  a  framework  that  originated  in  a  masculine 
consciousness.  At  this  stage  we  find  the  description  and  documentation  of  per- 
vasive sexism  as  a  social  fact  and  attempts  to  redress  these  inequities  in  the 
mission,  structure,  and  practices  of  social  institutions. 
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A  second  stage  of  the  new  scholarship  on  women  questions  the  knowledge 
base  itself.  At  this  stage,  researchers  suggest  that  most  existing  conceptual  and 
methodological  frameworks  and  practices  are  based  upon  man  as  the  measure, 
and  thus  may  be  neither  relevant  to  the  female  experience  nor  adequate  for 
explaining  female  behavior  (see,  for  example,  Kaufman  and  Richardson's  [1982] 
critique  of  models  of  women's  achievement).  As  Gilligan  (1979)  describes  it,  we 
must  stop  "seeing  life  through  men's  eyes." 

This  changing  emphasis  has  resulted  in  alternative  questions,  questions 
which  for  the  first  time  do  not  look  at  women  as  defined  exclusively  in  rela- 
tionship to  men  (Westkott,  1979).  We  have  begun  to  ask:  How  have  ordinary 
women  shaped  institutions  to  fit  their  needs?  What  are  the  ways  that  women 
define  and  conceptualize  educational  issues?  How  have  women  created  commu- 
nity in  the  places  they  have  found  themselves?  What  does  the  female  worid  look 
like?  (Bernard,  1981). 

Writers  of  the  new  scholarship  on  women  have  suggested  different  frame- 
works for  analyzing  human  experience.  Stimpson  (1980),  for  example,  posits  a 
male  and  a  female  world  as  two  subworlds  of  a  patriarchal  world.  These  two 
worlds  exist  in  relation  to  each  other,  and  on  particular  occasions  members  of 
each  enter  the  other's  domain.  In  many  other  ways,  Stimpson  suggests,  "sexu- 
ally, psychologically,  economically,  and  culturally"  these  worlds  are  dependent 
on  each  other  (Stimpson,  1980). 

Sklar  (1980)  sets  up  her  model  a  little  differently.  Her  conceptual  frame- 
work focus(  s  on  "the  historical  study  of  past  female  experience."  Female  experi- 
ence has 

two  basic  dimensions — human-specific  dimensions  that  women  share  to  a 
considerable  degree  with  men,  and  female-specific  dimensions  that  women  have 
in  common  with  one  another  and  for  the  most  part  do  not  share  with  men. 
Both  dimensions  are  snaped  by  cultural  and  biological  imperatives;  both  aie 
informed  by  material  and  ideological  considerations,  (p.  473) 

Sklar  suggests  that  her  model  is  a  humanistic  concept  rather  than  a  scientific 
model  because  it  represents  ideal  types  that  cannot  exist  in  everyday  life.  Along 
with  Stimpson,  Sklar  suggests  that  these  two  dimensions  are  interrelated.  Since 
women  are  humans,  and  since  even  the  purest  kinds  of  female-specific  experi- 
ences have  consequences  for  men,  they  cannot  exist  as  totally  separate  entities  in 
real  life. 

THE  NEW  SCHOLARSHIP  ON  WOMEN 
WITHIN  EDUCATIONAL  THOUGHT 

The  chapters  in  this  book  are  all  examples  of  the  new  scholarship  on 
women.  They  examine  important  issues  for  women  (and  consequently  for  all 
human  beings)  in  educational  fields.  In  this  section,  we  examine  several  exam- 
ples of  the  theoretical  work  presently  being  undertaken  in  education,  and  then 
discuss  the  state  of  the  art. 
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The  theoretical  work  in  the  philosophy  of  education  reveals  how  philo- 
sophical definitions  of  teaching  have  excluded  work  women  have  done  over  the 
years  "3  mothers.  Martin  ,1982)  suggests  that  the  historical  exclusion  of  aspects 
of  mothering  from  definitions  of  teaching  reveals  the  narrowness  of  our  defini- 
tions of  education  and  a  bias  against  women.  Her  work  also  suggests  that  schol- 
ars have  tended  to  recognize  work  in  the  public  realm  that  is  institutionalized  but 
not  that  which  happens  more  informally  in  the  private  realm.  This  has  historical 
antecedents: 

A  typical  pattern  would  be  that  women  perceived  a  social  or  community  need, 
began  to  meet  it  in  practical,  unstructured  ways,  then  continued  to  expand 
their  efforts  into  building  a  small  institution,  often  financed  by  funds  they  raised 
through  voluntary  activities.  Tiius  women  built  orphanages,  homes  for  wayward 
children,  old-age  homes,  kindergartens,  libraries  in  community  i'*"ter  community. 
Usually,  when  the  institution  had  existed  long  enough  and  established  itself,  it 
became  incorporated,  registered,  licensed,  possibly  taken  over  as  a  community 
institution.  At  that  point  it  would  usually  be  taken  over  by  a  male  board  of 
directors.  It  would  also — incidentally — enter  history,  its  official  status  making  of 
its  records  historical  sources.  The  women  who  had  done  the  won;,  if  they 
appeared  in  the  record  at  all,  would  be  visible  only  as  a  ladies'  auxiliary  group  or 
as  unpaid,  unrecognized  volunteers.  (Lemcr,  1979,  p.  179) 

Gilligan's  work  indicates  that  developmental  psychologists  and  moral  be- 
haviorists  have  taken  account  of  men's  lives  but  not  women's.  When  she  did  take 
women's  lives  into  account,  she  found  that  not  only  is  there  a  model  of  justice 
built  on  the  orientation  toward  individual  rights,  but  also  one  built  on  an  ethic  of 
care  (Gilligan,  1977,  1979,  1982).  Listening  to  women's  voices,  Gilligan  first 
recognized  the  inadequacy  of  a  model  based  on  a  sample  of  males  for  explaining 
the  complexity  of  moral  development.  As  she  explored  the  relational  and  con- 
textual concerns  of  women  as  they  faced  moral  dilemmas,  she  broadened  her 
understanding  of  hu»nan  decision  making  rather  than  just  female  decision 
making. 

The  new  scholarship  on  women  in  education  influences  the  ways  we  exam- 
ine our  basic  understanding  of  important  issues,  as  these  two  examples  suggest. 
The  chapters  in  this  book  document  the  influence  of  research  and  inquiry  into 
these  concerns.  Theoretical  work  in  education  has  lagged  behind  other  fields, 
however,  for  several  reasons. 

First,  education  is  a  muhidisciplinary  field.  It  draws  continually  on  an- 
thropology, history,  psychology,  sociology,  and  philosophy  to  define  its  orienta- 
tion, and  perhaps,  as  a  subfield  within  education,  women's  scholarship  can  only 
draw  on  insights  from  these  other  fields. 

Second,  education  has  always  been  the  second  cousin  to  the  liberal  arts  in 
terms  of  prestige  and  status.  Many  disdain  the  field  of  education  and  its  work  for 
being  too  practical,  too  concerned  with  "how  to"  rather  than  "why."  And  in 
women's  studies,  this  view  is  paralleled  as  well.  Education  as  a  topic  is  low  in 
the  women's  studies  status  hierarch;  The  Guide  to  Social  Science  Resources  in 
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Women's  Studies  (Oakes  &  Sheldon,  1978),  for  example,  has  no  heading  for 
education.  And  in  another  bibliographic  reference,  Women's  Studies  Abstracts y 
the  heading  "Education  and  Socialization"  refers  only  to  the  process  of  students 
getting  educated  and  socialized  in  educational  settings  such  as  schools,  univer- 
sities, and  continuing  education  programs.  Research  on  educational  workers 
goes  under  the  subheading  "Employment." 

Third,  those  concerned  with  women's  issues  in  education  face  a  different 
set  of  problems  than  those  in  more  traditional  social  science  fields — most  impor- 
tantly, the  nef;cls  of  schools.  Educational  practices  have  so  often  lacked  sex 
equity  that  many  educational  researchers  and  activists  felt  it  imperative  to  focus 
on  applied  areas.  Curricula,  practices,  and  structures  that  perpetuate  discrimina- 
tion have  absorbed  our  attention  rather  than  the  more  theoretical,  less  practical 
concerns.  Motivated  by  a  desire  to  change  these  practices  for  the  next  genera- 
tions, women's  studies  practitioners  in  education  have  focused  on  schools.  As 
this  book  amply  demonstrates,  the  need  for  this  work  has  not  slackened.  Edu- 
cators must  focus  on  the  practice  of  education,  for  it  is  as  E..iile  Durkheim  said 
close  io  a  ^sntury  ago,  the  "means  by  which  .  ?ciety  prepares,  within  the  child, 
the  essential  conditions  of  its  very  existence"  (Durkheim,  1956). 

THE  NEW  SCHOLARSHIP  ON  WOMEN  AND 
METHODS  OF  INQUIRY 

Educators  do,  however,  conduct  more  theoretical  research  on  these  issues 
that  may  not  be  immediately  applicable  to  the  classroom.  Additionally,  re- 
searchers have  begun  to  examine  the  ways  in  which  research  is  conducted.  As 
Campbell  (1981)  ^as  shown,  research  methods  are  affected  in  a  variety  of  ways  by 
race  anv'  sex  bias  at  all  the  different  points  in  a  research  cycle,  from  choosing  the 
problem  to  data  analysis.  These  effects  have  important  implications  both  for 
the  knowledge  base  of  human  behavior,  which  has  already  been  established  in  the 
social  sciences,  and  for  the  understanding  that  researchers  hope  to  bring  to  the 
female  experience. 

Feminist  researchers  will  always  call  upon  a  variety  of  research  methods  to 
accomplish  their  goals,  particulariy  because  we  are  concerned  that  the  problem 
shape  the  method,  and  not  the  reverse  (sec.  for  example,  Richardson  and  Wirten- 
berg,  1983).  Whatever  method  we  choose,  however,  we  must  be  highly  self- 
conscious  because  we  are  covering  new  terrain,  mapping  it  as  we  go.  We  must 
place  tremendous  importance  on  the  process  of  discovering  the  questions  that 
will  get  to  the  heart  of  women's  experiences.  Thest  kinds  of  questions  will  no 
longer  use  a  framework  that  is  constructed  solely  from  men's  experiences.  We  no 
longer  take  what  we  had  assumed  were  basic  definitions  and  perspectives  for 
granted.  If  we  immerse  ourselves  in  looking  at  the  world  from  women's  perspec- 
tive we  will,  of  course,  lose  the  mythical  construction  of  human  reality  we  have 
previously  framed. 

We  will  need  to  depend  on  a  variety  of  research  styles  and  methods  to 
reach  this  goal.  The  new  emphasis  on  letting  women  speak  in  their  own  voices 
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has  heightened  interest  in  qualitative  methods,  since  these  approaches  provide 
participants  an  opportunity  to  construct  their  soci  a  realities.  Stimpson  has  sug- 
gested two  characteristics  of  the  new  scholarship  v  n  women  that  are  in  this  sense 
phenomenological:  "The  investigator  tries  to  extena  affection  and  esteem  toward 
her  subject.  .  .  .  Next,  the  investigator  tends  to  assume  that  women  are  sincere, 
not  chatty  fibbers  of  legend,  but  reliable  witnesses  of  their  own  experience" 
(Stimpson,  1980,  p.  5).  Both  of  these  characteristics  emphasize  thai  researchers 
concern  themselves  with  how  the  world  looks  to  women  by  using  what  have  been 
called  qualitative  methods — for  example,  participant  observation,  in-depth  inter- 
viewing, life  histories,  all  of  which  are  methods  used  more  typically  in  an- 
thropology, sociology,  and  history  (see,  for  example,  Biklen,  1983). 

There  will  be  more  attempts  to  develop  collaborative  research  efforts.  Such 
collaboration  may  include  research  participants  as  well  as  researchers  trained  in 
qualitative  and  quantitative  methods.  Focusing  on  women's  experiences  and 
construction  of  their  reality  ma>  encourage  an  inductive  approach  to  the  further 
understanding  of  sex  equity  in  education.  The  new  scholarship  on  women  in 
education  will  build  on  the  particulars  of  women's  worlds  to  create  new  ways  of 
looking  at  the  education  of  both  men  and  women. 
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Facts  and  Assumptions  about 
the  Nature  of  Sex  Differences 


Marcia  C.  Linn  and  Anne  C.  Petersen 


Thib  chapter  provides  a  framework  for  subsequent  chapters  by  clarifying  gender 
diffeiences  in  individual  (that  is,  biological,  cognitive,  and  psychosocial)  factors 
which  are  frequently  assumed  to  cause  other  gender  differences.  We  also  discuss 
methodological  and  logical  issues  that  are  critical  to  causal  inference.  Finally,  we 
describe  the  implications  of  these  issues  for  educational  programs  aimed  at 
increasing  equitable  access  to  schooling  and  careers. 

As  an  ultimate  objective,  investigations  of  gender  similarities  and  dif- 
ferences should  serve  to  ensure  pluralism  and  diversity  in  society,  independent  of 
gender.  Equity  means  access  to  societal  and  personal  accomplishments,  includ- 
ing economic  reward,  for  both  men  and  women.  Equity  means  freedom  for  both 
sexes  to  choose  school  and  career  activities  without  social  censure.  These  condi- 
tions encourage  individuals  to  achieve  their  own  potential  and  to  serve  their  own 
and  others'  needs. 

CAUSES  OF  GENDER  DIFFERENCES: 

THE  ROLE  OF  HEREDITY  AND  ENVIRONMENT 

Since  there  are  biological  differences  between  males  and  females,  maf»^ 
individuals  assume  that  other  gender-related  differences  reflect  genetic  factors. 
No  noncontroversial  evidence  for  genetic  explanations  of  gender  differences  in 
cognitive  and  psychosocial  factors  exists.  Since  environmental  differences  for 
the  sexes  emerge  at  birth  and  continue  throughout  the  life  span  (see,  for  example, 
Haugh,  Hoffman,  &  Cowan,  1980),  genetic  explanations  have  limited  power.  As 
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Cronbach  (1969)  noted,  "Human  development  is  a  cumulative,  active  pioccss  of 
utilizing  environmental  inputs,  not  an  unfolding  of  genetically  givei.  tructurcs*' 
(p.  5).  Thus,  our  attention  will  be  devoted  to  understanding  and  enhancing  the 
environmental  inputs  rather  than  to  seeking  elusive  evidence  for  genetic  influ- 
ences. The  evidence  from  the  past  decade  of  dramatic  changes  in  educational  and 
career  choices  of  males  and  females  clearly  demonstrates  the  powerful  impact  of 
environmental  factors  on  behavioral  differences  between  males  and  females. 

The  tendency  to  assume  that  all  differences  between  males  and  females  are 
genetically  determined  and  resistant  to  change  is  well  illustrated  by  the  contro- 
versial reporting  of  Benbow  and  Stanley's  (1980)  research  on  mathematics 
achievement.  Benbow  and  Stanley's  study  of  mathematically  gifted  volunteer 
subjects  was  erroneously  interpreted  as  suggesting  that  gender  differences  in 
mathematics  performance  were  genetically  determined.  Media  reports  overstated 
the  research  findings  (for  example,  "Males  inherently  have  more  mathematical 
ability  than  females"  ["Gender  Factor,"  1980])  and  suggested  unproven  causal 
relationships  (for  example,  "Do  males  have  a  math  gene?"  [Williams  &  King, 
1980]).  Although  Benbow  and  Stanley  did  not  examine  genetic  influences,  they 
interpreted  the  lack  of  support  in  their  data  for  differential  course-taking  by  boys 
and  girls  as  evidence  for  genetic  factors  in  gender  differences  in  mathematics 
performance.  Given  societal  biases  about  gender  differences,  researchers  must 
take  extreme  care  in  reporting  potentially  misiiiterpretable  findings. 

Misunderstandings  such  as  those  demonstrated  in  the  media  treal:nent  of 
Benbow  and  Stanley's  findings  can  have  serious  consequences.  Vocational  coun- 
selors who  believe  that  females  have  less  ability  in  math  and  science  may  dis- 
courage females  from  entering  these  careers.  Parents,  believing  that  their 
daughters'  difficulties  in  mathematics  reflect  an  innate  predisposition,  may  not 
help  or  encourage  them  as  much  as  they  do  their  sons  (for  example.  Parsons, 
1982). 

A  general  problem  with  the  logic  of  the  genetic  hypothesis  is  that  it  is 
basically  a  "black  box"  proposition,  since  the  mechanism  for  the  effect  is  not 
specified.  Few  investigators  have  examined  the  mechanism  by  which  genes 
might  produce  sex  differences.  The  purely  genetic  possibilities  are  quite  limited 
and  unlikely  to  produce  sex  differenc  es  in  characteristics  such  as  these  (Petersen, 
1982).  In  contrast  to  the  dearth  of  evidence  for  hereditary  influences  on  gender 
differences,  dramatic  environmental  influences  on  behavior  of  males  and  females 
have  been  documented.  For  example,  females  now  hold  many  jobs  previously 
held  only  by  males.  Women  graduates  of  professional  schools  increase  yearly;  in 
1968,  only  9%  of  medical  school  graduates  were  women,  compared  to  24%  in 
1979  (Grant,  1982).  Although  their  numbers  are  still  small,  women  increasingly 
figure  in  that  sign  of  corporate  status:  transfers.  Moving  ahead  by  moving 
around,  women  now  account  for  close  to  10%  of  corporate  transfers,  up  from  5% 
three  years  ago  (O'Toole,  1982). 

The  profound  nature  of  these  changes  is  illustrated  in  the  response  of 
advcnisers — a  force  frequently  implicated  in  the  preservation  of  sex  role  ster- 
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eotypes.  Advertisements  change  in  response  to  societal  change.  As  Rena  Bartos, 
a  senior  vice-president  at  J.  Walter  Thompson  advertising  agency,  remarked, 
"Think  of  the  old  [10  years]  Geritol  commercial  in  which  the  man  said,  *My 
wife,  I  think  Til  keep  her.'  Nobody  could  do  that  today"  (O'Toole,  1982,  p.  78). 

These  dramatic  changes  in  career  and  media  roles  for  women  serve  to 
illustrate  both  the  potential  and  the  power  of  environmental  influences  on  gender 
differences  in  academic  performance.  The  potential  is  illustrated  by  the  effect  of 
access  to  valued  schooling  or  career  equity  for  the  sexes;  the  power  is  illustrated 
by  the  pervasive  media  reinforcements  of  sex  role  stereotypes.  Any  claim  for 
genetic  influence  on  differential  school  and  career  performance  of  males  and 
females  must  account  for  the  impact  of  sex  role  expectations  and  other  environ- 
mental factors,  including  education. 

METHODOLOGICAL  CONCERNS  IN  RESEARCH 
ON  GENDER  DIFFERENCES 

Before  turning  to  research  findings  of  gender  differences,  we  shall  consider 
three  methodological  difficuhies:  magnitude  of  effects,  definition  of  constructs, 
and  bias  of  researchers. 

Magnitude  of  Effects 

In  contrast  to  large  gender  differences  in  some  academic  majors  (for  exam- 
ple, 92%  of  1979  undergraduate  engineering  degrees  were  awarded  to  men 
[Chronicle  of  Higher  Education,  1980]),  gender  differences  in  cognitive  and 
psychosocial  factors  are  generally  fairly  small. 

The  limited  magnitude  of  gender  differences  in  cognitive  and  psychosocial 
factors  has  led  some  researchers  to  question  their  relevance  to  psychological 
themes  (for  example,  Hyde,  1981;  Linn  &Pulos,  1983a;  PIomin&Foch,  1982). 
Many  have  noted  that  small  average  score  differences  indicate  that  distributions 
are  largely  overlapping  (for  example,  Jacklin,  1981).  Yet  small  differences  in 
average  scores  may  be  of  interest  at  the  extremes  of  the  score  distribution  and 
may  interact  with  other  factors  to  have  greater  impact. 

First,  at  the  extremes  of  the  distribution  the  ratio  of  males  to  females 
becomes  meaningful  even  when  gender  differences  account  for  only  minor  per- 
centages of  the  total  variance.  Suppose  that  5%  of  spatial  orientation  ability 
performance  is  attributeo  to  gender,  but  that  because  of  some  unknown  aspect  of 
the  career  of  interior  design,  one  needs  to  be  at  the  95th  percentile  to  succeed.  As 
H>de  (1981)  has  calculated,  7.35%  of  the  males  and  3.22%  of  the  females  will 
be  above  the  cutoff.  Thus,  twice  as  many  males  as  females  would  be  eligible  for 
the  career.  Such  conjecture  is  hardly  sufficient  to  account  for  the  observed  ratios 
of  males  and  females  in  certain  careers,  but  it  does  illustrate  the  possible  impact 
of  small  differences  at  the  extremes  of  the  distribution. 

A  similar  problem  concerns  possible  discontinuities  at  the  tails  of  distribu- 
tions. Jacklin  (1981)  has  reported  in  one  study  that  the  mean  differences  in 
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activity  level  for  the  sexes  are  solely  attributable  to  a  small  group  of  very  active 
males.  These  subjects  form  a  "bump"  at  the  top  of  the  distribution,  which  raises 
the  group  mean.  However,  they  compose  a  separate  group,  which  is  also  discon- 
tinuous with  the  remainder  of  the  boys  ^  -.d  with  all  the  giris.  The  existence  of 
unusual  groups  at  the  extremes  may  explain  some  observed  gender  differences 
that  are  not  characteristic  of  the  sexes  as  a  whole. 

Definition  of  Constructs 

Labeling  of  the  constructs  which  allegedly  lead  to  male-female  differences 
in  school  performance  often  determines  the  content  of  remedial  programs.  For 
example,  differences  thought  to  reflect  spatial  visualization  may  be  remedied  by 
training  in  visualizing  problems,  but  two  difficuhies  may  emerge:  first,  the 
constructs  may  be  improperiy  labeled,  making  attempts  at  remediation  fruitless. 
Second,  the  obscr.vu  relationship  between  a  construct  and  school  performance 
may  be  the  result  of  another  factor  which  moderated  the  observed  relationship 
(for  example,  a  gender  difference  in  motivation  rather  than  ability  could  produce 
sex  differences  in  performance). 

Labeling  of  constructs  may  reflect  the  beliefs  of  the  experimenter,  the 
instruments  chosen,  or  a  currently  popular  theory.  Since  differences  are  small  to 
start  with,  inconsistent  findings  that  reflect  chance  fluctuations  may  form  the 
basis  for  refinement  of  constructs.  For  example,  it  is  possible  that  the  variety  of 
spatial  ability  constructs  may  all  stem  from  one  small,  unstable  ability  that 
influences  performance  on  each  test,  or  they  may  stem  from  several  distinct 
abilities.  Each  of  these  views  could  be  supported  by  selected  research  studies. 
Constructs  revealing  gender  differences  might  be  based  on  a  variety  of  abilities, 
or  on  just  one.  For  this  reason,  the  constructs  are  troublesome  to  define  and  may 
be  improperiy  labeled  in  some  research. 

Further,  unnamed  constructs  might  mediate  observed  causal  relationships. 
Many  constructs  that  yield  gender  differences  such  as  attributions  for  failure  or 
spatial  visualization  are  assumed  to  be  the  cause  of  the  observed  differences, 
although  another  variable  may  actually  explain  the  relationship  between  the 
measured  construct  and  gender  differences. 

Consider  an  example.  Suppose  we  administer  a  questionnaire  and  find  that 
females  attribute  failure  in  mathematics  to  their  lack  of  ability,  while  males 
attribute  failure  to  different  factors  on  each  item.  Such  a  finding  could  be  due 
cither  to  differences  in  verbal  ability  (perhaps  females  understood  the  questions 
better  and  answered  reliably,  while  males  answered  randomly)  or  to  differences 
in  self-disclosure  (perhaps  females  answer  quer)tionnaires  with  their  honest  feel- 
ings, while  males  second-guess  the  experimenter  and  attempt  to  sound  sophisti- 
cated). Each  of  these  explanations  for  gender  differences  in  responses  to  the 
questionnaire  (attributional  patterns,  verbal  ability,  or  propensity  to  self-dis- 
closure) leads  to  different  actions  by  those  wishing  to  increase  equity  for  the 
sexes. 
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Clearly,  causal  statements  concerning  gender  differences  should  be  made 
with  caution.  Investigations  that  Uo^  several  measures  of  a  construct  are  more 
likely  to  reach  useful  conclusions  (and  also  are  more  likely  to  reveal  contradicto- 
ry findings)  than  studies  using  a  single  measure.  Replications  can  also  enhance 
the  validity  of  constructs  showing  gender  differences. 

Bias  of  Researchers 

Two  kinds  of  bias  deserve  mention.  First,  researchers  invesiigating  the  role 
of  individual  factors  in  gender  differences  have  focused  on  biological  explana- 
tions and  on  the  accomplishments  of  males  (Petersen,  1980).  Second,  since 
journals  generally  prefer  studies  that  show  some  effect,  and  since  researchers  put 
more  energy  into  interpreting  studies  that  have  significant  findings,  reported 
studies  may  include  more  significant  gender  effects  than  actually  occur. 

BIOLOGICAL  SEX  DIFFERENCES 
Genes 

Maleness  and  femaleness  can  be  defined  by  biological  features,  but  as 
Grady  (1977)  has  said,  sex  is,  in  fact,  primarily  a  social  variable.  No  test  of 
biological  sex  is  generally  given — except  in  the  Olympics.  We  usually  accept  a 
self-report  of  sex  and  have  developed  an  elaborate  system  of  social  cues  for  the 
purpose  of  identification  (for  example,  short  versus  long  hair,  skirts,  high  heels). 

Sex  differences  in  genetic  material  act  in  tw^  ways:  through  sex  limitation 
or  through  sex  linkage.  Very  few  characteristics  are  sex-limited  (that  is,  seen 
only  in  one  sex).  A  trait  that  is  sex-linked  is  carried  on  the  X  chromosome  but  is 
differentially  distributed  to  males  and  females  because  females  have  two  X 
chromosomes  while  males  have  only  one.  No  known  behavioral  characteristics 
are  sex-linked,  and  the  few  biological  characteristics  (for  example,  hemophilia) 
arc  maladaptive. 

Hormones 

Hormones,  particulariy  sex  hormones,  constitute  another  biological  sex 
difference.  Both  males  and  females  have  some  amounts  of  all  kinds  of  hormom  , , 
including  sex  horm^^nes.  What  differs  between  males  and  females  is  the  distribu- 
tion, or  ratio,  of  each  of  these  ho;Tnones.  In  addition,  hormone  action  is  a 
complex  process  involving  vast  individual  differences,  including  gender 
differences. 

Furthemjore,  the  human  endocrine  system  is  an  open  system,  interacting 
with  the  central  nervous  system  and  other  factors.  The  endocrine  system  can  be 
influenced  by  behavior  and  social  interactions.  For  example,  stress  in  males  can 
decrease  testosterone  levels.  Reciprocal  relationships  between  hormones  and 
behavior  have  been  demonstrated  with  a  variety  of  variables.  Thus,  hormonal 
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influences  reflect  both  individual  and  contextual  factors,  and  therefore  cannot  be 
given  direct  explanatory  power. 

Developmental  Changes  in  Hormones 

The  endocrine  system  that  controls  reproduction  is  established  prenatally. 
There  appear  to  be  few  sex  differences  in  the  development  of  this  system  except 
that  the  levels,  or  ratios,  of  gonadal  hormones  are  different  for  adult  males  and 
females. 

Soi,Mtic  Development 

Prior  to  puberty  there  are  few  somatic  differences  in  boys  and  girls  apart 
from  genitalia.  The  pubertal  growth  spurt  occurs  about  two  years  earlier  in  girls 
than  in  boys.  Although  the  amount  of  growth  occurring  during  the  adolescent 
growth  spurt  is  about  the  same  for  boys  and  girls,  the  fact  that  it  happens  earlier 
in  girls  means  that  their  prepubertal  linear  growth  is  curtailed  sooner  by  the 
growth  spurt,  giving  them  an  ultimate  height  that  is  shorter  than  that  of  boys. 
Gender  differences  in  weight  are  based  primarily  on  the  smaller  size  -^^^ girls.  The 
importance  of  these  size  differences  has  been  largely  neglected  in  research;  size 
may,  however,  be  the  only  important  biological  influence  on  other  gender  dif- 
ferences. 

Distribution  of  body  hair  is  somewhat  more  exclusive  in  males,  but  both 
boys  and  girls  grow  substantial  amounts  of  "sexual"  hair  (pubic  hair  and  axil- 
lary, or  underarm,  hair)  during  puberty.  Although  boys  typically  develop  hair  in 
a  more  extensive  pattern,  due  to  greater  levels  of  androgen,  the  most  notable  sex 
wJfcrence  is  the  growth  of  facial  hair.  At  puberty,  body  proportions  show  sexual 
dimorphism.  Both  shoulder  and  hip  width  increase  in  pubertal  boys  and  girls,  but 
shoulders  increase  relatively  more  in  males,  and  hips  increase  relatively  more  in 
females. 

The  timbre  and  pitch  of  voices  deepens  with  puberty,  though  the  effect  is 
greater  in  boys  than  in  girls.  Sociocultural  expectations  for  high-pitched  female 
voices  and  low-pitched  male  voices  probably  exaggerate  this  biologically-based 
difference  (Sachs,  Liebeman,  &  Erickscn,  1973).  Some  (for  example,  Henley, 
1977),  have  noted  that  pitch  of  voice  has  come  to  be  linked  to  attributions  of 
power. 

Other  biological  sex  differences  (for  example,  muscle  and  fat  develop- 
ment) may  reflect  differences  in  the  physical  activity  of  boys  and  girls.  It  is  now 
known  that  strenuous  exercise  affects  such  pubertal  events  as  mcnarche,  body 
shape,  and  muscle  development  (Frisch,  1983;  Warren,  1983). 

Organization  of  the  Brain 

Recently,  much  attention  has  been  focused  on  sex  differences  in  organiza- 
tion of  the  brain.  Most  of  the  data  sh.  wing  sex  differences  are  obtained  with 
rodents;  data  on  some  other  mammals  show  no  such  differences.  Hier  (1981)  has 
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argued  than  no  evidence  for  a  sex  difference  in  the  anatomical  structure  of  the 
human  brain  has  been  found,  although  a  recent  study  with  very  small  samples 
presented  evidence  for  a  sex  difference  in  the  anatomy  of  the  corpus  callosum  (de 
Lacoste-Utamsing  &  Holloway,  1982). 

A  popular  hypothesis  is  that  cognitive  functions  such  as  verbal  or  spatial 
processing  may  be  more  lateraliried  n  one  hemisphere  for  males  and  the  other  for 
females.  McGlonc  (1980),  however,  in  her  recent  review  of  sex  differences  in 
laterality,  concluded  that  males  are  more  likely  than  females  to  show  left  hemi- 
sphere dominance  in  processing  verbal  material,  and  at  the  same  time  seem  to 
exhibit  greater  right  hemisphere  dominance  for  nonverbal  material.  Females  are 
thought  to  be  less  lateralized  for  eithf**-  .unction.  There  is  some  evidence  that 
extent  of  laterality  is  dynamic  rathei  than  fixed,  raising  the  possibiKry  that 
laterality  can  be  influenced  by  experiences,  can  change  developmcntally,  and 
perhaps  can  change  in  response  to  inte  vention.  Thus,  differences  in  laterality 
may  reflect  experiential  or  biological  differences  or  both. 

Timing  of  Maturation 

Girls  appear  to  mature  faster  than  boys  in  utero  and  throughout  early 
development.  At  birth  girls  are  more  mature  than  boys  by  4  to  6  weeks,  and  at 
puberty  by  about  2  years.  Waber  (1976,  1977)  proposed  that  sex  differences  in 
cognition  are  due  to  male-female  differences  in  the  timing  of  puberty.  She 
hypothesized  that  the  relatively  longer  period  of  maturation  in  boys  permits  more 
time  for  brain  lateralization,  and  that  the  greater  brain  lateralization  in  males  is 
responsible  for  the  observed  sex  differences  in  cognition.  Her  data  support  the 
proposed  link  between  timing  of  maturation,  brain  lateralization,  and  cognition. 

Subsequent  studies  have  corroborated  Waber's  finding  of  association  be- 
tween timing  of  maturation  and  spatial  ability  (Newcombe,  Bandura,  &  Taylor, 
in  press;  Petersen  &  Gitelson,  in  prepanjtion).  They  have  not,  however,  found 
associations  between  brain  lateralization  and  either  timing  of  maturation  or  spa- 
tial ability. 

Sherman  (1967,  1978)  has  proposed  a  different  version  of  the  timing 
hypothesis.  She  posits  that  girls'  early  maturational  advantage  in  speech  leads 
them  to  develop  brain  pathways  facilitating  verbal  proficiency  to  a  greater  extent 
than  boys.  Through  continued  reinforcement,  verbal  pathways  predominate, 
making  it  less  likely  that  girls  will  develop  the  neural  pathways  » D-^'-rlying 
alternative  skills  for  communication  and  perception,  such  as  spatial  skihs.  An- 
other version  of  this  hypothesis  is  that  girls'  relative  precocity  in  social  skills  may 
encourage  further  development  of  a  person-orientation  rather  than  the  object- 
orientation  thought  by  some  to  be  the  usual  pattern  for  boys.  This  hypothesis 
appears  promising,  based  on  the  limited  existing  data. 

In  general,  studies  have  not  addressed  the  possible  effects  of  sex-related 
experiences  on  brain  development  and  functioning.  Studies  have  shown  that 
experiences,  training,  and  so  forth,  can  influence  brain  development,  but  no 
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investigations  have  applied  these  approaches  to  the  possible  etiology  of  sex 
differences. 

Summary 

Human  males  and  females  differ  in  genetic  makeup,  hormone  levels  and 
functioning,  and  timing  of  maturation.  Since  human  biological  systems  are  open, 
it  would  be  inaccurate  to  assume  that  these  factors  are  fixed  and  unalterable.  The 
central  nervous  system  of  the  human  interacts  in  a  dynamic,  reciprocal  way  with 
other  uspects  of  human  functions  and  with  the  external  environment. 

The  methodological  and  logical  factors  identified  above  have  significance 
for  conclusions  about  biological  sex  differences.  Thus,  heredity  appears  to  set 
potentials  for  biological  factors  such  as  brain  lateralization,  hormonal  levels,  and 
timing  of  puberty,  but  within  these  potentials  the  biological  factors  appear  to  be 
modifiable  by  environmental  events  such  as  learning  experiences,  emotional 
states,  and  levels  of  exercise. 

Establishment  of  causal  relationships  involving  biological  gender  dif- 
ferences such  as  hormonal  levels,  timing  of  puberty,  and  brain  lateralization 
must  consider  the  difficulties  in  measuring  and  defining  these  factors.  Construct 
definition  also  confounds  efforts  at  causal  inference.  For  example,  brain  later- 
alization is  usually  assessed  by  using  a  behavioral  measure  that  may  be  im- 
precise. All  these  impediments  to curate  causal  inferences  involving  biological 
sex  differences  suggest  the  importance  of  using  multiple  measures  of  potential 
constructs  and  of  closely  examining  the  justification  of  causal  inferences  that 
have  been  made. 

COGNITIVE  SEX  DIFFERENCES 

Tests  of  cognitive,  or  mental,  abilities  include  many  that  are  variously 
grouped  into  constructs.  Two  broad  types  generally  reveal  gender  differences: 
tests  of  verbal  ability  (favoring  females)  and  spatial  ability  (favoring  males).  In 
this  chapter  we  intentionally  exclude  tests  of  achievement  (for  example,  in  math 
or  social  studies),  which  are  discussed  in  subsequent  chapters.  Tests  of  problem 
solving  such  as  letter  series,  mechanical  reasoning,  or  Piagetian  reasoning  appear 
to  yield  gender  differences  only  when  they  require  specific  knowledge  of  a  given 
subject.  Thus,  proportional  reasoning  tests  yield  gender  differences,  as  do  math 
achievement  tests,  and  tests  of  reasoning  about  displaced  volume  yield  gender 
differences,  as  do  science  ?chievement  tests.  In  contrast,  tests  such  as  letter 
series,  controlling  variables,  classification  ability,  and  combinatorial  reasoning 
fail  to  yield  gender  differences. 

Male-female  differences  in  cognitive  abilities  appear  well  established  but 
small.  Methodological  and  logical  issues  include  specification  of  the  constructs 
showing  differences,  magnitude  of  the  effects,  and  consistency  of  the  effects. 
We  shall  review  research  findings  and  comment  on  logical  and  methodological 
issues.  Although  we  realize  that  "vote-counting''  methods  of  summarizing  re- 
search are  biased  and  can  be  misleading  (for  example.  Hedges,  1982;  Olkin, 
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1982),  we  shall  combine  vote  counts  with  meta-analyses  to  ensure  reporting  of 
recent  findings. 

Verbal  Ability 

Differences  in  verbal  ability  were  reviewed  by  Maccoby  and  Jacklin 
(1974),  who  found  gender  differences  emerging  at  age  1 1  and  favoring  females 
in  11  of  27  studies.  Both  Hyde  (1981)  and  Plomin  and  Foci*  (1982)  have  con- 
ducted meta-analyses  of  these  studies  which  showed  that  sex  accounted  for  only 
about  1%  of  the  variance,  constituting  about  one-fourth  oi  a  standard  deviation. 
Plomin  and  Foch  indicated  that  the  gender  differences  in  verbal  ability  seem 
uniformly  distributed  across  age,  in  contrast  to  Maccoby  and  Jacklin's  (1974) 
suggestion  that  they  emerge  in  adolescence.  Recent  findings  (see  chapter  14,  this 
volume)  suggest  that  males  may  outperform  females  ct  some  verbal  measures. 

More  attention  has  been  focused  on  gender  diffe.cnces  in  other  cognitive 
abilities.  Recent  reviews  have  been  conducted  by  Harris  (1978),  Maccoby  and 
Jacklin  (1974),  McGee  (1979),  Newcombe,  Bandura,  &  Taylor  (in  press).  Par- 
sons (1982),  and  Petersen,  Tobin-Richards,  &  Crockett  (1982). 

One  difficulty  for  researchers  in  this  area  concerns  the  nr^asurement  of 
spatial  ability  in  those  under  age  10.  Many  commonly  employed  tests  such  as 
mental  rotations  (Shephaixl  &  Metzler,  1971),  adapted  for  groups  by  Wilson  and 
Vandenberg  (1978),  or  Paper  Folding  (French,  Ekstrom  &  Price,  1963)  are 
responded  to  at  the  chance  level  by  young  children. 

Spatial  Ability 

The  construct  of  spatial  ability  lacks  a  uniform  definition  among  re- 
search.".rs.  Spatial  ability  is  measured  by  tests  such  as  mental  rotations  (Shephard 
&  Metzler,  1971),  perception  of  horizontality  (Piagetian  Water  Level),  Hidden 
Figures  (French,  Ekstrom,  &  Price,  1963)  and  Paper  Folding  (French,  Ekstrom, 
&  Price,  1963).  Measures  of  spatial  orientation  require  subjects  to  identify 
matching  but  reoriented  figures.  Measures  of  perception  of  horizontality  (.^nd 
veiticality,  such  as  the  red  and  frame  test)  are  associated  with  an  aspect  of  field- 
dependence/independcnce  (Linn  &  Kyllonen,  1981;  Witkin  &  Goodenough, 
1981).  Measures  requiring  multistep  reorganizations  of  visually  presented  infor- 
mation such  as  Paper  Folding,  Surface  Development  (French,  Ekstrom,  &  Price, 
1963),  Wise  Block  Desig.i,  Primary  Mental  Abilities,  Space  Subtest  (Thurstone 
&  Thurstone,  1941),  and  DAT  Spatial  Relations  (Bennett,  Seashore,  & 
Wesman,  1973)  have  been  referred  to  as  spatial  visualization  (Guilford,  1967). 
Measures  of  cognitive  restructuring  such  as  the  Hidden  Figures  Test  have  been, 
at  times,  characterized  as  Fluid  Ability  (Snow,  Federico,  &  Montague,  1980), 
spatial  ability  (Guilford,  1947),  and  field-dependence/independence  (Witkin  & 
Goodenough,  1981),  but  are  difficult  to  differentiate  from  spatial  visualization. 
We  refer  to  three  aspects  of  spatial  ability:  spatial  orientation,  horizon- 
tality/verticality,  and  visualization. 

An  aspect  of  spatial  ability,  which  might  be  called  spatial  memory,  differs 
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from  the  aspects  of  spatial  ability  described  above.  Ability  to  reconstruct  three- 
dimensional  space  from  memory  may  favor  young  males,  as  may  map  reading 
(for  example,  Newccmbe,  1982).  These  are  probably  different  from  the  abilities 
referred  to  above.  Evidence  relating  these  abilities  to  those  typically  called 
spatial  ability  in  older  individuals  is  lacking. 

or  the  three  aspects  of  spatial  ability  identified  above,  sex  differences 
favoring  males  arc  most  pronounced  and  consistent  for  mental  rotations  and 
horizontality/verticality  and  least  consistent  for  spatial  visualization.  Using  these 
categories,  Linn  &  Petersen  (1983)  conducted  a  meta-analysis  of  studies  of 
gender  differences  in  spatial  ability  conducted  subsequent  to  Maccoby  &  Jack- 
lin's  (1974)  review  of  gender  difference  research.  Their  meta-analysis  of  172 
effect  size  estimates  reveals  that  gender  dif%ences  in  spatial  ability  (1)  are  not 
first  detected  in  adolescence  and  therefore  cannot  be  attributed  to  pubertal 
change,  and  (2)  are  found  on  tasks  requiring  skill  in  using  kinesthetic  cues  and  in 
speed  of  mental  rotation  but  not  on  spatial  visualization  tasks  which  require 
analytic  processes  to  select  and  apply  stntegies  to  complex  problems.  They 
found  that  horizontality/veit>v  ality ,  which  is  characterized  by  ability  to  disembed 
kinesthetic  cues  from  visual  cues,  is  easier  for  males  than  females  among  those 
over  18;  differences  range  between  one-third  and  two-thirds  of  a  standard  devia- 
tion unit,  depending  on  the  age  of  the  respondents.  Mental  rotations,  which  is 
characterized  by  speed  of  angular  rotation  of  a  two  or  three  dimensional  figure,  is 
also  easier  for  males  than  females;  differences  range  from  about  one-quarter  of  a 
standard  deviation  unit  for  PMA  Space,  to  almost  an  entire  standard  deviation 
unit  for  the  Vandenberg.  Spatial  visualization,  which  is  characterized  by  analytic 
combination  of  both  visual  and  non-visual  strategies,  is  about  equally  difficult 
for  males  and  females;  males  on  the  average  have  a  slight,  but  not  significant, 
advantage  of  about  one-tenth  of  a  standard  deviation  unit. 

The  Linn  &  Petersen  (1983)  findings  for  Horizontality/Verticality  are  con- 
sistent with  Hyde's  (1981)  meta-analysis  of  the  Maccoby  and  Jacklin's  (1974) 
data  showing  that  1%  of  the  variance  in  what  they  called  field-articulation  usu- 
ally measured  by  RFT  was  related  to  gender.  The  findings  for  spatial  visualiza- 
tion and  mental  rotations  are  difficult  to  compare  to  Hyde's  analysis  of  Maccoby 
and  Jacklin's  data  sin^e  tests  of  visualization  were  combined  with  lests  of  mental 
rotations.  Hyde's  combmed  group  of  tests  showed  that  5%  of  the  vori%ce  and  of 
one  standard  deviation  were  associated  with  gender. 

Training  and  Experience 

One  possible  method  of  investigating  the  role  of  cognitive  factors  in  gender 
differences  is  to  examine  the  effects  of  training  and  expenence  related  to  these 
factors.  In  general,  training  can  influence  performance  on  the  tests  for  which  it  is 
designed  but  might  not  influence  school  or  career  performance. 

The  influences  of  experience  stem  from  play  and  other  leisure  activities. 
For  example,  play  preferences  for  spatial-?ype  activities  such  as  building  with 
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blocks  differ  for  young  males  and  females  and  appear  to  be  associated  with 
performance  on  measures  of  disembedding  (for  example.  Block,  1981;  Connor 
&  Serbin,  1980).  Books  (Connor  &  Serbin,  1978),  television  programs 
(Stemglanz  &  Serbin,  1974;  Vogel,  Brovemian,  &  Gardner,  1970),  and  toys 
(Lyon,  1972)  for  young  children  reflect  sex  stereotyping. 

During  adolescence,  males  and  females  differentially  engage  in  a  wide 
range  of  leisure  activities  associated  with  spatial  ability  (Newcombe,  Bandura,  & 
Taylor,  in  press).  These  include  athletics,  musical  performance,  social  activities, 
and  other  leisure  time  pursuits.  These  activities  are  far  more  sex-stereotyped  than 
the  small  gender  differences  in  cognitive  ability  would  suggest. 

When  successful,  training  in  spatial  ability  sometimes  favors  females  more 
than  males  (Newcombe,  1982),  .suggesting  the  ability  of  experience  to  alter 
cognitive  sex  differences,  but  many  training  procedures  enhance  performance  of 
all  subjects  (for  example,  Pulos,  de  Benedictis,  Linn,  Sullivan,  &  Clement, 
1982;  Thomas,  Jamison,  &  Hummel,  1973).  Connor,  Serbin,  and  Schackman 
(1977)  and  Connor,  Schackman,  and  Serbin  (1978)  succeeded  in  training  both 
sexes  in  cognitive  structuring  abiHty;  the  training  reduced  the  gender  dif- 
ferences. In  these  two  studies,  however,  training  was  on  a  measure  of  cognitive 
restructuring,  which  our  review  of  spatial  ability  suggests  infrequently  yields 
gender  differences.  The  transfer  of  such  training  to  school  performance  and 
career  performance  has  not  been  established. 

Conclusions  about  Cognitive  Gender  Differences 

The  lack  of  research  on  verbal  ability  probably  reflects  bias  in  selection  of 
research  topics;  however,  those  few  studies  that  have  been  done  indicate  that 
small  but  fairly  systematic  sex  differences  on  verbal  ability  measures  appear  to 
exist.  Aspects  of  spatial  ability  referred  to  as  horizontality  and  mental  rotations 
yield  more  consistent  differences  than  other  measures  of  cognitive  ability  Be- 
tween 1  and  5%  of  the  variance  is  typically  associated  wiih  gender.  Inconsistency 
in  findings  reflects  the  small  size  of  the  effect. 

We  purposely  referred  to  "aspects"  of  verbal  and  spatial  ability,  since 
constructs  have  not  been  established.  The  lack  of  uniformity  in  findings  reflects 
this  problem-  Within  the  same  subject  group  or  subject  pool,  some  measures  of 
the  same  cognitive  ability  yield  sex  differences  and  others  do  not.  Of  24  multiple 
measure  studies  of  spatial  visualization,  Petersen,  Tobin-Richards,  &  Crockett 
(1982)  report  that  12  yield  inconsistent  sex  differences  across  tests,  subjects,  or 
ages.  Lack  of  consistency  in  performance  may  reflect  lack  of  statistical  power  to 
detect  small  effects,  or  lack  of  viear  constructs.  Furthermore,  differences  may 
rcfl.  ct  differential  experiences  at  school  (for  example,  Fennema  &  Sherman, 
1978;  Linn  (&  Pulos,  1983a,  b). 

Causal  inference  about  the  role  of  cognitive  abilities  in  gender  differences 
presents  problems,  since  the  constructs  are  pooriy  defined.  Even  when  causal 
relations  are  established,  their  nature  may  be  undefined. 
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Spatial  and  verbal  ability  generally  yield  some  gender  differences  and  often 
have  substantial  within-gender  relationships  with  achievement  or  whatever  crite- 
ria they  are  intended  to  explain.  Yet,  the  mechanisms  that  explain  between- 
gender  differences  in  cognitive  ability  could  be  different  from  the  mechanisms 
that  account  for  the  within-group  relationships.  In  fact,  researchers  sometimes 
find  that  dimensions  revealing  gender  differences  have  similar  relationships  with 
criteria  for  the  sexes  and  do  not  account  for  any  of  the  gender-related  variance  in 
the  criteria  (for  example,  Bamett,  King,  Howard,  &  Dino,  1980;  Fennema  & 
Sherman,  1978;  Linn  &  Pulos,  1983a,  b). 

Consider  an  example.  Suppose  gender  differences  on  a  spatial  ability  test 
reflect  specific  experience  with  gears  and  pulleys.  Suppose  further  that  gender 
differences  on  a  criterion  such  as  science  problem  solving  reflect  familiarity  with 
concepts  such  as  temperature  and  acceleration.  Insofar  as  experience  v^ith  gears 
and  pulleys  is  correlated  with  familiarity  with  temperature  and  acceleration,  then 
between-gender  differences  on  spatial  ability  will  overiap  with  between  gendcr 
differences  on  science  problem  solving.  Suppose  further  that  performance  on 
bcth  spatial  ability  and  science  problem  solving  reflects  use  of  analytic  ^jility. 
Insofar  as  within-group  differences  reflect  only  analytic  ability,  and  analytic 
ability  is  equt/'ly  distributed  in  the  sexes,  then  within-group  relationships  will  be 
identical  for  the  sexes.  Thus,  within-group  differences  could  reflect  equally 
available  abilities,  whiJe  between-group  differences  could  reflect  unequal 
experiences. 

PSYCHOSOCIAL  SEX  DIFFERENCES 

In  this  section,  we  discuss  constructs  identified  by  social  psychologists, 
clinical  psychologists,  and  others  which  affect  gender  differences  in  performance 
in  school  and  career  settings.  By  psychosocial  we  mean  noncognitive  personality 
or  social  behaviors.  Gender  differences  in  what  we  call  psychosocial  behavior 
emerge  frequently  but  tend  to  resibt  generalization.  The  lack  of  good  construct 
definitions,  both  theoretical  and  operational,  as  well  as  the  inconsistent  use  of 
those  definitions  that  arc  available,  contributes  to  the  ambiguity  of  this  research 
area.  Constructs  such  as  aggression  and  altruism  frequently  include  intent  as  well 
as  behavior,  making  measurement  more  difficult.  Five  categories  of  psycho- 
social behavior  have  revealed  gender  differences:  (1)  confidence/anxiety,  (2) 
conformity  or  dependency,  (3)  empathy,  (4)  aggression,  and  (5)  self-esteem. 

Confidence/ Anxiety 

Lack  of  self-confidence  may  be  one  explanation  for  v;omcn's  undcrrepre- 
scniation  in  many  careers.  Maccoby  and  Jacklin  (1971^  found  self-confidence, 
defined  in  terms  of  grade  expectancy  and  success  on  particular  tasks,  to  be 
consistently  lower  in  women  than  in  men.  Lenny's  (1977)  review  of  the  literature 
suggested  the  role  of  context:  confidence  depends  on  the  nature  of  the  task  and  on 
the  availability  of  clear  and  unambiguous  information  concerning  ability.  In 
addition,  the  presence  of  social  comparisons  appears  to  contribute  tu  lowered 
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confidence  in  women  but  not  in  men  (Lenny  &  Gold,  1982).  Petersen,  Tobin- 
Richards,  &  Crockett  (1982)  summarized  recent  literature  and  found  that  60%  of 
recent  studies  revealed  consistent  differences  in  expectancies  of  success,  with 
males  more  confident  than  females. 

Sex  differences  in  causal  attributions  about  success  and  failure  probably 
reflect  confidence.  Frieze,  Whitley,  Hanusa,  &  McHugh  (in  press)  summarized 
the  literature  and  concluded  that  women  are  unlikely  to  attribute  their  success  to 
ability.  Findings  in  the  recent  literature  (Petersen,  Tobin-Richards,  &  Crockett) 
support  the  notion  that  people  are  more  likely  to  attribute  successful  performance 
to  ability  or  skill  when  the  successful  individual  is  male.  Il  'addition,  tasks  are 
judged  more  difficult  when  they  are  successfully  accomplished  by  males,  and 
less  so  when  accomplished  by  females.  Furtheimore  males,  more  than  females, 
tend  to  attribute  success  to  internal  factors  and  failure  to  external  factors. 

Women  may  experience  a  greater  degree  of  anxiety  than  men.  Although 
Maccoby  and  Jacklin  (1974)  concluded  thf.t  the  findings  were  too  ambiguous  and 
limited  to  support  a  conclusion  of  sex  differences  in  either  general  anxiety  or  test 
anxiety,  Block  (1976)  reported  that  58%  of  the  studies  .iviewcd  by  them  showed 
that  anxiety  is  higher  for  giris.  Block  (1981),  reviewing  recent  literature,  con- 
cluded that  females  arc  more  fearful,  manifest  greater  anxiety,  and  have  less 
confidence  in  themselves  and  their  performance  on  specific  tasks  than  males. 
Thus,  females  appear  to  display  greater  anxiety  than  males,  ahhough  the  reasons 
are  unclear. 

Conformity  or  Dependency 

Literature  on  sex  differences  in  conformity  was  reviewed  recently  by  Eagly 
(1978),  who  concluded  that  females  demonstrate  more  conformity  only  in  group 
situations  characteiized  by  uncertainty.  Cooper's  (1979)  reanalysis  of  Maccoby 
and  Jacklin's  data  pertaining  to  conformity  in  group  situations  confirmed  this 
result.  Males  conformed  significantly  less  than  females  only  under  the  sur- 
veillance of  other  group  members  (Eagly,  Wood,  &  Fishbaugh,  1981).  Other 
context  factors  shown  to  be  important  include  sex  appropriateness  of  the  activity 
(Morelock,  1980)  and  task  familiarity  (Eagly,  1978;  Lockheed,  1976;  Stake  & 
Stake,  1979). 

Dependency,  an  aspect  of  conformity  defined  as  the  tendency  to  seek  close 
contact  with  attachment  objects  or  their  surrogates,  does  not  vary  consistently  by 
sex  (Maccoby  &  Jacklin,  1974).  Block  (1976)  came  to  the  same  conclusion  by 
rcviev  ing  Maccoby  and  Jacklin's  tabled  studies.  A  different  finding  emerged, 
however,  when  she  tabled  other  studies  found  in  Maccoby  and  Jacklin's  anno- 
tated bibliography.  All  of  those  13  studies  reported  females  to  be  more 
dependent. 


Hoffman  (1977),  in  a  major  review  of  the  research,  concluded  th.t  females 
dc  indeed  appear  to  be  more  empathic  than  mples.  He  defined  empathy  as  the 
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vicarious  affective  response  to  another  person's  feelings.  Hoffman  suggested  that 
empathy  in  females  may  be  part  of  a  prosocial  affective  orientation  that  includes 
the  tendency  to  experience  guilt  over  harming  others,  and  that  females  may  tend, 
more  than  males,  to  imagine  themselves  in  the  other's  place.  In  contrast,  Mac- 
coby  and  Jacklin  (1974),  who  included  studies  of  constructs  more  broadly  con- 
strued than  that  of  Hoffman,  concluded  vhat  there  is  no  clear  tendency  for  girls  to 
be  more  sensitive  than  boys  to  social  cues.  Block  (1976)  reported  that  23%  of  the 
studies  reviewed  by  Maccoby  and  Jackhn  indicated  sex  differences  in  favor  of 
girls,  while  10%  favored  boys.  A  review  of  studies  published  after  1974  (Pe- 
tersen, Tobin-Richards,  &  Crockett,  1982)  produced  a  somewhat  more  decisive 
picture  in  favor  of  sex  differences:  of  nine  recent  studies,  females  expressed 
greater  empathy  'n  four.  To  conclude,  slight  evidence  of  greater  empathic  re- 
sponse from  females  than  males  has  emerged. 

Sociability,  an  aspect  of  empathy,  appears  to  produce  mixed  results  witli 
regard  to  sex  differences,  ahhough  research  on  proximity  to  friends  favors  girls 
(Block,  1976;  Iviaccoby  &  Jacklin,  1974).  Several  recent  studies  of  infants  have 
found  sex  differences,  with  girls  initiating  more  social  contact  (Gunnar  &  Don- 
ahue, 1980),  displaymg  greater  social  competence  (Klein  &  Durfee,  1978),  and 
engaging  in  more  positive  interactions  with  their  mothc  (Clarke-Stewart, 
1973).  Females  more  than  males  maintain  proximity  to  c  persons  as  mea- 
sured by  eye  contact,  distance,  and  physical  contact  (for  example.  Block,  1973). 
Block's  review  as  well  as  other  research  (for  example,  Savin-Williams,  1980) 
has  demonstrated  that  the  sexes  differ  in  social  behaviors  and  in  the  patterns  used 
to  relate  to  others. 

Responsiveness  to  the  young  is  considered  one  measure  of  empathy,  fre- 
quently called  nurturance.  In  a  comprehensive  review  of  the  literature  on  sex 
differences  in  responsiveness  to  the  young,  Berman  (1980)  found  strong  con- 
textual effects  based  on  factors  such  as  prior  role  relationships  with  the  young, 
social  qualities  of  the  situation,  cultural  expectations,  and  age  of  the  subjects. 
Berman  found  no  support  for  the  belief  that  nurturing  behavior  reflects  phys- 
iological conditions  such  as  hormonal  levels. 

Aggression 

Sex  differences  in  aggression  seem  fairly  well  established  (Maccoby  & 
Jacklin,  1980;  Tieger,  1980).  Aggression  is  defined  as  behavior  that  hurts  an- 
other or  appears  intended  to  do  so.  In  55%  of  the  94  studies  reviewed  by 
Maccoby  and  Jacklin  (1974),  males  were  found  to  aggress  more  than  females. 
Block  (1976)  found  similar  differences.  The  greater  prevalence  ot  .'iggressive 
behavior  found  in  males  seems  to  occur  across  the  life  span,  beginninf,  as  early  a? 
age  2,  and  has  been  measured  in  a  variety  of  ways  including  observation  ''Barrett, 
1979;  Feshback,  1970;  Smith  <S.  Green,  1975),  ratings,  questionnaires,  and  pro- 
jective measures  (for  example,  Brissett  &  Nowicki,  1973).  Maccoby  and  Jacklin 
(1980)  recently  reviewed  studies  of  children  6  years  old  anu  younger.  In  64%  of 
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the  Studies,  boys  behaved  more  aggressively  than  girls.  Frodi,  Macaulay,  and 
Thome  (1977),  in  a  review  of  the  literature  on  adult  aggression,  concluded  that 
sex  differences  appear  in  self-report  measures,  but  not  in  continued  observational 
situations.  They  note  that  factors  that  provoke  anger  in  men  may  provoke  anxiety 
in  women. 

Possible  components  of  aggression  which  contribute  to  the  observed  dif- 
ferences between  males  and  females  include  activity  level,  competitiveness,  and 
dominance.  Recent  studies  Ot  competition-cooperation  (Ahlgren  &  Johnson, 
1979;  Moely,  Skarin,  &  Weil,  1979)  have  r^'ported  that  boys  are  more  com- 
petitive than  girls  under  all  conditioi.  and  have  consistently  more  positive  at- 
titudes toward  competition.  Rocha  and  Rogers  (1976)  have  found  evidence  for  a 
relationship  between  aggression  and  competition.  Higher  levels  of  competition 
and  reward  magnitude  produced  more  aggressive  behavior  than  lower  levels  of 
these  variables  in  children  5  to  7  years  of  age. 

Block  (1976)  observed,  in  a  review  of  the  literature  on  activity  level,  (hat 
boys  are  more  active  than  girls.  Males  also  appear  to  be  more  curious,  to  engage 
in  more  exploratory  behavior,  to  suffer  more  accidents  requiring  medical  care, 
and  to  be  more  impulsive  (Block  &  Block,  1980;  Hult,  1978;  Maccoby  & 
Jacklin,  1974;  Manheimer  &  Mellinger,  1967;  Willerman,  1979). 

Self-esteem 

Maccoby  and  Jacklin  (1974)  concluded  that  there  was  no  evidence  for  sex 
differences  in  self-esteem.  Block  (1976),  however,  noted  that  while  the  findings 
on  self-esteem  per  se  were  inconsistent,  males  clearly  exhibited  a  stronger,  more 
potent  self-concept  than  females. 

Males  have  feelings  of  greater  personal  efficacy,  power,  ambition,  energy, 
potency,  instrumentality,  and  mastery.  In  contrast,  females  perceive  themselves 
in  terms  of  interpersonal  values,  expressiveness,  generosity,  sensitivity,  and 
nurturance  (Bakan,  1966;  Bern,  1974;  Block,  1973;  Dweck,  Davidson,  Nelson, 
&  Enna,  1978;  Spence  &  Helmreich,  1978). 

Training  Studies 

Training  on  psychosocial  dimensions  such  as  anxiety  and  confidence  has 
been  shown  to  influence  these  factors  but,  as  found  for  cognitive  factors,  not 
necessarily  to  affect  school  and  career  activities.  For  example,  courses  in  Math 
without  Fear  reduce  reported  anxiety  associated  with  mathematics  (Kreinberg, 
1981). 

Summary  of  Psychosocial  Gender  Differences 

In  summary,  psychosocial  differences  between  males  and  females  ha'-^ 
been  documented.  Differences  in  aggression  are  most  pronounced,  differences  in 
confidence/anxiety,  conformity,  empathy,  and  self-esteem  are  less  strong.  All 
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observed  psychosocial  differences  reflect  a  strong  contextual  component.  Thus, 
females  exhibit  more  anxiety  and  less  self-confidence  in  situations  requiring 
mathematics  than  in  those  requiring  verbal  skill. 

Taken  together,  these  findings  suggest  that  females  are  more  sensitive  to 
social  cues  than  are  males.  Females  are  more  able  to  put  themselves  in  the  place 
of  others  and  also  more  likely  to  respond  to  the  opinions  of  others — including 
opinions  about  their  lack  of  ability  in  subjects  such  as  mathematics  or  science. 

There  has  been  a  general  tendency  to  assume  that  cognitive  differences  are 
biologically  determined,  while  psychosocial  differences  are  more  often  attributed 
to  socialization  (Petersen,  1980).  In  both  cases,  there  has  been  only  minimal 
attention  to  the  processes  by  which  biological  or  socialization  factors  might 
operate.  Whatever  processes  operate  at  the  individual  level,  however,  they  can- 
not explain  the  large  sex  differences  obser>'ed  in  educational  and  occupational 
attainment  in  many  areas.  Situational  factors  (for  example,  other  roles  selected 
by  women)  as  well  as  discrimination  are  clearly  important  as  well. 

Gilligan  (1982)  has  argued  that  females'  greater  ability  to  respond  to  social 
cues  reflects  a  needed  aspect  of  society.  Gilligan's  call  for  the  advantage  of  "a 
different  voice,"  or  a  female  perspective,  reflects  concn  for  pluralism  and 
diversity;  clearly,  such  diversity  benefits  all  members  of  society.  As  Gilligan 
notes,  the  presence  of  females  in  previously  traditionally  male  roles  can  em- 
power males  in  the  v(  le  to  behave  differently.  For  example,  female  medical 
doctors  who  display  great  sorrow  at  the  loss  of  a  patient  empower  males  in  the 
situation  to  display  sorrow  more  openly.  However,  insofar  as  diversity  stems 
from  discriminatory  socialization  patterns  or  societal  expectations,  we  may 
achieve  diversity  at  the  expense  of  permitting  all  to  achieve  their  full  potential. 
Ideally,  pluralism  must  stem  from  equitable  experiences.  Diversity,  then,  will 
reflect  freedom  of  choice,  not  cultural  determinism. 

RELATING  BIOLOGICAL,  COGNITIVE,  AND 
PSYCHOSOCIAL  FACTORS  TO  SCHOOL  ACTIVITIES 
AND  CAREER  CHOICES 

As  the  previous  sections  demonstrated,  differences  in  biological,  cog- 
nitive, an.  psychosocial  factors  that  can  be  attributed  to  gender  are  small.  In 
addition,  both  methodological  issues  associated  with  inferring  cause  and  logical 
issues  associated  with  labeling  of  the  constructs  make  it  difficult  to  characterize 
exactly  what  the  differences  are  and  what  they  stem  ""^om.  In  spite  of  these 
difficulties,  however,  both  researchers  and  popular  writers  frequently  infer  that 
biological,  cognitive,  and  psychosocial  factors  account  for  differences  between 
the  sexes  in  school  and  career  activities. 

Just  as  methodological  and  logical  issues  make  it  difficuh  to  infer  rela- 
tionships among  biological,  cognitive,  and  psychosocial  factors,  so  do  they  make 
it  difficult  to  relate  these  factors  to  gender  differences  in  school  and  career 
activities.  One  major  methodological  problem  is  the  lack  of  power  in  the  typical 
correlational  analyses  that  have  been  used  to  attempt  to  investigate  these  rcla- 
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tionships.  Our  statistical  techniques  lack  power  for  establishing  whether  one 
correlation  coefficient  is  different  from  another,  such  as  those  for  males  and 
females.  In  addition,  it  is  difficult  to  determine  whether  observed  gender  dif- 
ferences in  one  factor,  for  example  spatial  ability,  can  be  used  to  explain  gender 
differences  in  another  factor,  for  example  mathematics  achievement.  Thus,  it  is 
difficult  even  to  establish  relationships,  much  less  to  infer  cause,  due  to  the  lack 
of  power  in  the  techniques  available  for  investigating  these  relationships. 

As  we  mentioned  above,  definitions  of  constructs  introduce  logical  confu- 
sion when  one  attempts  to  establish  the  relationships  among  the  various  factors 
thought  to  contribute  to  gender  differences  in  biological,  cognitive,  and  psycho- 
social factors.  These  problems  become  even  more  complex  when  one  attempts  to 
relate  individual  difference  factors  to  school  and  career  performance.  For  exam- 
ple, "success"  in  school  could  reflect  achievement,  some  form  of  aptitude, 
willingness  to  comply  with  school  rules,  or  age  relative  to  other  students  in  one's 
grade. 

When  we  attempt  to  relate  individual  difference  factors  to  school  and 
career  activities,  both  sex  role  stereotypes  and  prior  experience  in  areas  related  to 
school  success  introduce  additional  complexities.  For  example,  Newcombe, 
Bandura,  and  Taylor  (in  press)  have  shown  that  males  more  than  females  have 
science-  and  math-related  hobbies.  Linn  (1983)  has  reported  that  males  visit 
science  museums  more  than  females.  The  mediating  effects  of  these  exptiienccs 
must  be  considered  when  establishing  causal  relationships.  Without  this  informa- 
tion, causal  relationships  are  difficult  to  characterize. 

Further  difficulties  are  introduced  when  we  note  that  the  classroom  experi- 
ences of  males  and  females  may  differ  (for  example,  Becker,  1981;  Brophy  & 
Good,  1970;  Lockheed,  chapter  11,  this  volume;  Stallings  &  Robertson,  1979) 
and  that  parental  expectations  for  males  and  females  may  differ,  even  from  birth 
(for  example,  Haugh,  Hoffman,  &  Cowan,  1980).  Parents  provide  different 
experiences  for  their  male  and  female  children  and  may  engender  differences  in 
expectations.  For  example,  parents  design  rooms  for  females  differently  from 
those  for  males  (Rhcingold  &  Cook,  1975),  and  their  expectations  influence 
performance  in  mathematics  (for  example.  Parsons,  1982). 

Evidence  for  Relationships 

Several  researchers  have  attempted  to  demonstrate  the  relationship  be- 
tween individual  factors  and  academic  performance.  In  general,  a  wide  range  of 
factors  including  verbal  ability,  spatial  ability,  confidence,  and  anxiety  are  relat- 
ed to  academic  performance  for  both  sexes.  Findings  demonstrating  that  these 
factors  differentiate  between  male  and  female  academic  preformance  are  far  less 
frequent.  The  lack  of  power  in  establishing  these  relationships  undoubtedly 
contributes  to  these  findings  and,  of  course,  also  contributes  to  the  inconsistent 
results.  Thus,  as  mentioned  above,  a  number  of  researchers  have  found  strong 
relationships  between  cognitive  abilities  and  achievement  in  math  and  science 
(for  example,  Fennema  &  Sherman,  1978),  but  many  fewer  have  found  that 
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these  correlations  can  be  used  to  explain  the  gender  differences  in  achievement  or 
career  choices  (for  example,  Bamett,  King,  Howard,  &  Dino,  1980;  Fennema  & 
Sherman,  1978,  Linn  &  Pulos,  1983a,  b). 

Training  on  cognitive  and  psychosocial  dinicnsions,  as  discussed  above, 
can  have  an  impact  on  gender  differences.  Experience  appears  also  to  affect  these 
factors  and  biological  characteristics  of  the  sexes.  Whether  training  or  experience 
results  in  changes  in  school  and  career  performance  remains  to  be  seen.  It  is 
important  to  note,  however,  that  cognitive  and  psychosocial  factors  have  not 
been  shown  to  present  insurmountable  barrier?  to  school  and  career  performance. 

Causal  relationships  are  difficult  to  infer  under  any  circumstances.  It  seems 
clear,  however,  that  events  that  occur  prior  to  other  events  are  more  likely  to  be 
causal  than  the  reverse.  To  gain  evidence  about  the  order  of  events  in  this 
complex  area,  longitudinal  study  is  essential.  Several  longitudinal  studies  are 
currently  underway.  Results  relevant  to  the  points  we  discuss  in  this  chapter  are 
just  starting  to  become  available.  For  example,  the  subjects  in  Block  and  Block's 
longitudinal  study  (in  progress)  are  reaching  adolescence.  The  effects  of  cog- 
nitive and  psychosocial  differences  on  the  sorts  of  school  activities  and  career 
choices  that  these  youngsters  make  will  soon  be  reportable.  This  sort  of  evidence 
will  bring  us  closer  to  making  causai  statements  concerning  cognitive  and  psy- 
chosocial differences  between  the  sexes. 

Evidence  concerning  the  effects  of  socialization  practices  and  sex  role 
stereotypes  is  also  extremely  difficult  to  ascertain.  Yet,  these  factors  may  medi- 
ate the  observed  relationships  between  cognitive  and  psychosocial  factors  on  the 
one  hand  and  school  and  career  activities  on  the  oiher.  In  this  important  area, 
relevant  studies  are  also  just  emerging,  primarily  from  longitudinal  studies  (for 
example,  Kaurell  &  Petersen,  in  press). 

Both  the  preliminary  findings  of  these  studies  and  the  reanalyses  of  pre- 
viously reported  data  by  other  researchers  (for  example.  Linn  &.  Pct..sen,  1982) 
suggest  that  gender  differences  emerge  slowly  rather  than  dramatically  during 
adolescence.  The  trend  toward  observing  gender  differences  among  younger 
individuals  deserves  scrutiny  by  researches,  for  it  places  greater  emphasis  on  the 
role  of  socialization  and  stereotyping  behavior  and  reduces  the  importance  of  the 
"turbulence"  of  adolescence  as  a  contributor  to  gender  differences  in  school  and 
career  activities. 

IMPLICATIONS 

As  this  review  suggests,  the  answer  to  "what  causes  what"  is  unclear  in  the 
area  of  gender  differences  in  school  and  career  activities.  To  counteract  the 
notion  that  such  differences  reflect  biological  differences  between  males  and 
females,  more  evidence  about  other  possible  causes  is  needed.  Additional  evi- 
dence will  also  facilitate  the  design  of  programs  to  remedy  inequitable  oppor- 
tunities for  the  sexes  in  school  and  career  activities. 

Male-female  differences  in  achievements  probably  reflect  the  interaction  of 
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biological,  cognitive,  psychosocial,  and  experiential  factors.  Research  reveals 
small  but  systematic  gender  differences  in  factors  considered  relatively  unre- 
sponsive to  instruction.  Gender  differences  in  factors  considered  responsive  to 
instruction  tend  to  be  larger  than  differences  in  factors  considered  less  so.  For 
example,  gender  differences  typically  account  for  1  to  5%  of  the  variance  in 
spatial  visualization  (a  possible  aspect  of  engineering),  yet  92%  of  undergraduate 
degrees  in  engineering  in  1979  were  awarded  to  men  (Chronicle  of  Higher 
Education,  1980). 

Analysis  of  gender  differences  must  focus  on  the  strengths  of  both  sexes. 
Females  display  reasonably  well-established  superiority  in  verbal  ability  (Mac- 
coby  &  Jacklin,  1974),  interpersonal  skill  (Gilligan,  1982;  Loevinger,  1976), 
and  computational  skill  (Armstrong,  1979).  Observers  of  career  paths  (Levinson, 
1978)  note  that  the  fonr.ale  role  of  attention  to  home  and  family  has  been  adopted 
by  some  males  to  the  bei.  .it  of  society.  We  need  to  know  which  female  skills 
deserve  encouragement  and  could  be  effectively  imitated  by  males,  just  as  we 
need  to  know  which  male  skMls  can  be  effectively  imitated  by  females. 

Given  the  many  difficulties  in  establishing  the  role  of  biological,  cognitive, 
and  psychosocial  factors  in  gender  differences  in  school  activities  and  career 
choice,  why  are  these  factors  considered  important  at  all?  Focus  on  these  factors 
certainly  stems,  at  least  in  part,  from  a  tendency  toward  reductionism  in  psycho- 
logical research.  Researchers  hope  to  find  the  "basis,'*  or  underiying  factors, 
which  can  explain  complex  performance.  No  doubt,  researchers  have  pursued 
biological  factors  because  they  can  observe  some  biological  differences  between 
the  sexes.  Similariy,  cognitive  and  psychosocial  factors  arc  perceived  as  basic  in 
psychological  research  and  therefore  have  been  pursued  by  researchers.  The 
pursuit  of  these  factors  has  resulted  in  some  interesting  findings  and  has  led  to 
further  research.  Nevertheless,  in  spite  of  thr  advancfS,  one  might  wonder 
whether  researchers  are  studying  the  appropria>.^  factors. 

Perhaps  the  most  important  implication  of  the  current  research  is  that 
gender  differences  have  not  been  shown  to  limit  the  pc^ible  school  and  career 
activities  of  either  males  or  females.  Certainly,  the  avanability  of  training  pro- 
grams (such  as  medical  school)  has  had  a  far  more  profound  impact  on  access  of 
both  males  and  females  to  careers  than  any  limitations  that  might  be  the  result  of 
biological,  cognitive,  or  psychosocial  differences  between  the  sexes.  Factors  that 
might  possibly  limit  opportunities  on  the  basis  of  sex  appear  amenable  to  instruc- 
tion and,  thus,  responsive  tc  environmental  influence.  There  seems  to  be  no 
reason  to  restrict  access  on  the  basis  of  sex  to  school  activities  or  career  options. 

ULTIMATE  OBJECTIVES  REVISITED 

We  indicated  that  our  ultimate  objective  was  to  ensure  achievement  of  the 
full  potential  of  each  member  of  society.  The  role  of  biological,  cognitive,  and 
psycho.social  factors  in  gender  differences  in  school  and  career  activities  must  be 
examined  ii.  order  to  ensure  that  expectations  about  the  roles  of  these  factors  aie 
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not  roadblocks  to  ultimate  achievements  for  either  males  or  females.  For  exam- 
ple, when  females  choose  not  to  study  mathematics,  they  choose  to  avoid  a  large 
number  of  careers.  If  factors  such  as  socialization  practices  and  sex  role  ster- 
eotypes arc  contributing  to  these  decisions,  (hen  ultimately  these  piactices  are 
limiting  the  accomplishmeu.  of  full  potential  for  that  segment  of  the  population. 
Achievement  of  equity  means  elimination  of  roadblocks  such  as  these.  By  exam- 
ining the  ro:e  of  biological,  cognitive,  and  psychosocial  differences  in  gender 
differences  in  school  and  career  activities,  we  can  eliminate  erroneous  expecta- 
tions about  the  role  of  these  factors  and  ultimately,  through  intervention  pro- 
grams, enhance  the  likelihood  that  all  members  of  our  society  will  achieve  their 
full  potential. 
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Al?  educational  materials  and  instructional  settings  in  the  United  States  are  used 
with  students  who  typically  view  at  least  some  aspects  of  their  own  roles  and 
adult  roles  in  sex-stereotyped  terms.  Educational  equity  materials  and  settings 
must  overcome  these  stereotypes  and  the  strong  emotional  components  associ- 
ated with  thern  in  order  to  assist  students  in  attaining  thet  full  individual  poten- 
tial regardless  of  sex.  This  chapter  prerents  an  introduction  to  those  aspects  of 
sex  role  development  throughout  the  lifespan  that  must  be  understood  if  we  are  to 
achieve  educational  equity. 

DEFINITION  OF  TERMS 

Viewed  from  a  psychological  perspective,  sex  roles  are  constellations  of 
characteristics  that  various  cultures  attribute  to  individuals  according  to  sex. 
These  attributes  include  those  associated  with  behaviors  such  as  cognitive  skills 
and  job  choices,  personality  characteristics,  feelings,  and  attitudes.  Sex  role 
beliefs  or  expectations  about  these  attributes  generally  are  shared  by  a  significant 
number  of  people  in  the  cultures;  they  take  on  the  status  of  norms.  Sex  role 
stereotypes  involve  rigid  beliefs  in  and  applications  of  sex  roles  to  almost  all 
females  and  males  in  all  caltures — that  is,  the  belief  that  sex  roles  are  universally 
true  and  biologically  "natural."  The  process  through  which  people  accept  and 
display  the  attributes  contained  in  sex  roles  is  called  sex  role  development. 

Sex  role  development  encompasses  several  separate  'jut  related  compo- 
nents: sex  ro.e  knowledge,  attitudes,  behaviors,  self-concept,  and  cognitions. 
Occasionally,  some  of  these  terms  are  used  synonymously  with  the  term  sex  role 
development,  or  the  same  term  is  used  to  label  different  concepts.  The  result  is 
some  confusion  regarding  these  definitions. 

Sex  role  knowledge  refers  to  the  content  of  people's  knowledge  about 
cultural  sex  role  stereotypes.  Sex  rok  attitudes  also  are  called  norms,  standards, 
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prescriptions,  or  attributes.  They  include  judgments  about  how  and  what  sex 
roles  "should"  be,  and  how  they  may  or  may  not  be  changed. 

Individuals'  feelings  ibout  their  own  functioning  as  measured  against  their 
sex  role  attitudes  relate  to  sex  role  S2lf  concepts.  Gender  identity,  in  regard  to  the 
self-concept,  \9  the  belief  in  one's  biological  maleness  or  femalcncss  (in  one  of 
the  cognitive  theories  of  sex  role  development,  this  same  term  means  the  correct 
labeling  of  the  self  and  others  for  sex).  It  is  the  core  of  the  sex  role  self-concept 
and  is  established  by  about  18  months  of  age,  coinciding  with  initial  language 
acquisition  (Money  &  Ehrhardt,  1972).  A  strong  and  unambiguous  gender  iden- 
tity often  is  assumed  to  be  essential  for  healthy  functioning  throughout  life.  The 
goul  for  children  to  know  and  to  accept  their  own  biological  sex.  Once  this 
occurs,  cultural  influences  in  conjunction  with  cognitive  skill?,  past  experience, 
sex  role  knowledge,  and  sex  role  attitudes  feed  into  th2  sex  role  self-concept 
across  the  life  span.  All  of  the&e  aspects  interact  and  affect  each  other  and 
b3hf^'  *.oi*. 

Materials  and  settings  that  involve  heavy  use  of  sex  role  stereotypes  are 
called  sex-role  stereotyped,  sex-stereotyped,  sex-typed,  or  sex-biased.  Those  that 
show  males  and  females  in  both  stereotyped  and  nonstereotyped  roles  are  called 
sex-fair.  The  role  portrayal  of  individuals  who  exhibit  tral.s  and  behaviors  that 
are  culturally  sex-stereotyped  for  the  opposite  sex  is  called  sex-role  reversed,  or 
role-reversed.  Sex-affirmative  situations  and  materials  emphasize  role  reversals 
but  also  explain  i.ie  benefits  and  problems  (such  as  discrimination)  associated 
with  role  reversals.  The  term  sex-equitable  includes  both  sex- fair  and  sex-affir- 
mative. Same-sex  includes  only  members  of  the  same  sex  as  the  users  of  the 
materials  or  participants  in  the  settings. 

SEX  ROLE  STEREOTYPES 

Rc.^  attributes  result  from  the  cognitive  tendency  of  individuals  to  cate- 
gorize everything  on  the  basis  of  outstanr'ing  characteristics.  This  categorization 
process  assists  people  in  imposing  order  on  the  tremendous  amounts  of  informa- 
tion that  they  continually  experience  (Chafetz,  1973).  Cultural  beliefs  about 
which  attributes  are  most  salient  in  conjunction  with  this  categorizing  process 
form  the  basis  for  the  stereotypes  we  have.  In  addition  to  sex,  many  other 
categories  are  used  to  stereotype  groups  and  their  appropriate  (and  inappropriate) 
roles.  Many  cultures  have  role  expectations  and  stereotypes  about  groups  identi- 
fied by  ethnicity,  race,  age,  occupation,  and  so  on. 

All  known  cultures  have  sex  roles  and  sex  role  stereotypes  that  are  used  in 
assigning  roles  !o  adults  and  in  socializing  children  for  their  eventual  places  in 
these  roles.  The  sex  role  stereotypes  of  the  more  technically  developed  cultures, 
inciuding  most  of  those  in  the  United  States,  show  some  similarities.  According 
to  the  feminine  stereotype,  fcmalc.^  are  supposed  to  be  expressive  or  communal. 
They  shov-ld  excel  in  language  tasks  and  want  to  be  wives  and  mothers.  If  they 
work  outside  the  home,  they  usua^\  are  expected  to  work  in  traditional  jobs  for 

89  . 


80    ASSUMPTIONS  ABOUT  THE  NATURE  AND  VALUE  OF  SEX  EQUITY 


women,  such  as  secretarial  and  teaching  positions,  and  jobs  that  involve  caring 
for  other  people  and  their  possessions,  such  as  nursing,  flight  attendant  positions, 
and  domestic  work.  They  often  are  expected  to  be  physically  weak,  helpless, 
dependent,  emotional,  and  giving.  According  to  the  masculine  stereotype,  males 
are  supposed  to  be  instrumental  or  agentic.  They  should  excel  in  mathematics, 
engineering,  and  the  sciences,  and  expect  to  have  careers  as  well  as  families. 
They  are  allowed  a  greater  range  of  career  options  but  are  not  supposed  to  be 
interested  in  occupau^ns  associated  with  the  feminine  sex  role  stereotype.  They 
usually  are  expected  to  be  aggressive,  smart,  strong,  and  active. 

Cross-culturally,  especially  in  cultures  that  are  not  technologically  devel- 
oped, the  content  and  importance  of  sex  roles  and  the  stereotypes  that  accompany 
them  vary  greatly.  For  example.  Mead  (1935)  researched  the  day-to-day  lives  of 
women  and  men  in  three  tribal  cultures  in  New  Guinea.  The  sex  roles  and 
stereotypes  she  identified  were  not  congruent  with  the  masculine-instrumental 
and  the  feminine-expressive  ones  of  technologically  developed  nations  nor  with 
each  other*  Since  sex  roles  do  differ  depending  upon  the  culture  in  which  they  are 
f  jund,  it  is  clear  that  many  of  the  characteristics  contained  in  them  are  transmit- 
ted primarily  by  the  cultures  involved,  not  by  biology* 

One  cross-cultural  commonality  in  sex  role  stereotypes,  however,  relates 
to  the  home  and  childrearing.  Cross-culturally,  males  often  are  expected  to  be 
responsible  for  tasks  like  hunting  and  fighting  that  require  them  tc  leave  home; 
females  usu'^lly  are  responsible  for  lasks  near  home  that  allow  them  lo  take  major 
childcare  responsibility  (Rosenblatt  &  Cunningham,  1976). 

Although  categorizing  itself  is  a  basic  cognitive  process,  cultures  prescribe 
the  particular  categories  that  will  form  the  basis  of  group  stereotypes.  Sex  is  a 
poor  category  choice.  In  present-day  cultures  in  the  United  States,  sex  role 
stereotypes  frequently  are  not  accurate.  For  example,  current  data  mdicate  that 
less  than  one- fifth  of  the  households  in  the  United  States  fit  sex-stereotyped 
expectations  of  the  marriage  and  family  roles  emphasized  for  adult  men  and 
women:  a  hous'^hold  in  which  the  husband  works,  the  wife  is  at  home,  and  there 
are  one  or  moie  children  at  home.  The  two-wage-eamer  family  has  become  the 
most  common  family  form  (Eisenstein,  1982). 

Of  the  psychological  characteristics  contained  in  sex  role  stereotypes,  the 
sex  differences  on  the  few  characteristics  that  do  show  reliable  (that  is,  statis- 
tically significant)  differences  are  small  in  a  numeric  sense  (see  chapter  5). 
Training  on  iasks  that  do  shov'  sex  differences  may  reduce  or  eliminate  them.  For 
example,  training  on  some  visual-spatial  ta^ks  improves  females'  scores  until 
they  match  those  of  males;  the  small  sex  difference  disappeais  (Vandenberg  & 
Kuse,  1979). 

Sex-stereotyped  skills  and  school  achievement  have  highly  overlapping 
distributions  for  men  and  women;  most  females  and  males  fail  within  the  same 
score  ranges  on  them.  There  is  more  score  variability  within  each  sex  than  there 
is  bc.lween  them.  No  judgment  about  an  individual's  skill  in  a  sex-stereotyped 
area  such  as  mathematics  can  be  made  just  from  knowing  that  person's  sex. 

Masculinity  and  ff^mininity  are  not  opposites  along  a  single  self-concept 
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dimension,  as  the  stereotypes  suggest.  Rather,  they  form  at  least  two  separate 
dimensions.  A  person  can  vary  from  highly  feminine  to  not  feminine,  with  a 
similar  dimension  for  that  person's  masculinity.  This  bidimensionality  forms  the 
basis  for  two  of  the  most  popular  sex  role  inventories,  the  Bern  Inventory  (Bern, 
1978)  and  the  Personal  Attributes  Questionnaire  (Spence,  Helmreich,  &  Stapp, 
1974).  Someone  can  be  highly  masculine  and  highly  feminine  in  their  self- 
concept  (androgynous);  highly  feminine  with  low  masculinity  (feminine);  highly 
masculine  with  low  femininity  (masculine);  or  have  little  femininity  and  little 
masculinity  (undifferentiated).  Various  males  and  females  fall  into  each  of  these 
four  basic  sex  role  types,  although  typically  there  are  more  females  than  males  in 
the  femininity  classification  and  more  males  than  females  in  the  masculinity 
classification. 

Items  on  the  Bern  Inventory  (Bem,  1978)  form  clusters  that  can  be  identified 
as  a  caring-about-others  factor,  a  dominant-assertiveness  factor,  and  an  indepen- 
dence factor  (Richardson,  Merrificld,  and  Jacobson,  1 979).  Such  descriptions  are 
more  meaningful  for  use  in  educational  settings  than  is  the  use  of  terms  such  as 
feminine  and  masculine.  Educators  who  might  find  it  difficult  to  encourage  girls  to 
be  more  "masculine"  and  boys  to  be  more  "feminine"  would  have  less  difficulty 
in  helping  girls  to  act  on  their  own  behalf  and  in  helping  boys  to  share  a  concern  for 
others.  These  skills  are  useful  to  all  students,  female  and  male. 

Some  aspects  of  sex  role  stereotypes  are  changing,  especially  for  females. 
For  example  J  at  least  small  numbers  of  women  have  been  accepted  as  belonging 
in  professions  like  law,  medicine,  and  business  administration.  More  and  more 
girls  and  women  are  participating  in  athletics.  They  also  are  enrolling  in  more 
mathematics  and  science  courses  and  participating  in  male-stereotyped  voca- 
tional programs  and  college  majors.  However,  sex  role  stereotypes  for  males  are 
changing  much  more  slowly.  For  example,  few  inen  have  entered  occupations 
such  as  nursing  that  are  female-stereotyped. 

To  meet  the  changing  conditions  and  expectations  in  the  United  States, 
adults  need  to  possess  a  wide  variety  of  skills  and  traits  found  in  both  the 
traditional  masculine  and  feminine  sex  role  stereotypes  which  they  can  use 
depending  upon  environmental  demands.  Flexibility  is  a  necessity.  Without  it, 
problems  occur.  For  example,  beliefs  in  the  traditional  feminine  stereotype  about 
woman's  place  in  relation  to  the  adult  roles  of  homemaker  and  parent,  when 
combined  with  forced  participation  cf  many  women  in  the  labor  market,  have 
created  tensions  for  both  men  and  women  between  the  roles  of  worker,  spouse, 
homemaker,  ai.d  parent.  Dilemmas  arise  from  sheer  work  overload  and  the 
discrepancy  between  personal  needs  and  desires  and  cultural  stereotypes. 

SEX  ROLE  DEVELOPMENT  THEORIES 

Traditionally ,  three  general  classes  of  psychological  theories  have  been 
applied  to  sex  role  development.  These  theories  Include  psychoanalytic,  social 
learning,  and  cognitive  models  and  focus  on  how  people  acquire  sex  roles  as  well 
as  on  the  content  of  sex  roles.  _ 
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Psychoanalytic  theory  is  the  oldest  of  the  three  classes.  It  emphasizes  early 
childhood  to  age  5  or  6  as  the  most  critical  period  in  sex  role  development,  and 
identification  with  the  same-sex  parent  as  an  important  concept.  Limitations  of 
the  theory  for  educational  equity  are  the  stress  on  a  biological  basis  of  sex  role 
development  and  lack  of  detailed  mechanisms  that  could  be  used  to  develop  or 
analyze  sex-equiiabic  educational  materials  and  settings. 

Social  learning  theory  emphasizes  three  environmentally-based  processes 
in  the  sex  role  development  process:  direct  instruction,  direct  reinforcement,  and 
modeling.  Some  aspects  of  sex  '■oles  are  learned  through  direct  instruction. 
Children,  for  example,  are  taught  ow  to  dress  and  behave  in  stercotypically  sex- 
appropriate  ways  and  how  to  avoid  dress  and  behavior  that  are  sex-inappropriate. 
Even  during  the  preschool  years,  many  boys  will  not  play  "dress-up"  in  wom- 
en's clothes.  In  direct  reinforcement,  individuals  often  receive  rewards  for  con- 
forming to  sex  role  prescriptions  and  punishments  for  violating  them.  For  exam- 
ple, if  a  high  school  girl  wants  to  date  boys,  but  they  will  not  associate  with  her 
because  she  wins  a  prize  at  her  local  science  fair,  she  is  being  punished  for 
violating  the  sex  role  stereotype  that  ascribes  high  interest  and  skill  in  science  to 
males. 

Most  importantly,  this  theory  posits  that  the  greatest  amount  of  sex  role 
learning,  as  well  as  all  other  kinds  of  social  learning,  occurs  from  observing 
(modeling  or  imitating)  other  people  (Mischel,  1970).  Observational  learning 
consists  of  three  basic  sequential  processes:  learning,  abstraction,  and  perfor- 
mance. In  the  learning  phase,  children  observe  the  behavior  of  many  female  and 
male  models;  they  notice  sex  differences  in  the  frequency  of  behaviors  in  vaiious 
situations.  Girls  and  boys  learn  the  content  of  both  the  masculine  and  feminine 
sex  roles  in  this  manner.  In  the  abstraction  phase,  children  then  abstract  and 
generalize  these  observations  to  sex  role  rules.  They  use  these  rules  to  guide  their 
own  behavior.  In  the  performance  phase,  children  pcrfom  stereotypically  sex- 
appropriate  behaviors  because  they  expect  rewards  for  these  behaviors  and  avoid 
sex-inappropriate  ones  because  they  expect  punishment  for  them.  They  learn 
their  expectations  through  vicarious  reinforcement,  by  *vatching  models  receive 
positive  consequences  for  sex-appropriate,  and  negative  consequences  for  sex- 
inappropriate,  f  ehaviors  {Perry  &  Bussey,  1979), 

Cognitive  theoiies  stress  the  cognitive,  rather  than  the  environmental, 
processes  involved  in  sex  role  development.  One  type  of  cognitive  theory  pro- 
poses a  developmental  progression  in  sex  role  development  starimg  with  gender 
identity  (the  correct  labeling  of  self  an'i  others  for  sex),  followed  by  gender 
stability  (the  understanding  that  sex  doesn't  change  across  time),  and  then  gender 
constancy  (the  understanding  that  sex  doesn't  change  with  appearance  changes) 
(Slaby&I  1975).  According  to  this  theory,  once  genderconstancy  is  attained, 
children  find  sex-appropriate  behaviors  self-reinforcing  (Kohlberg,  1966). 

A  second  type  of  cognitive  theory  stresses  information-processing  con- 
structs as  important  in  sex  role  development.  These  theories  hypothesize  that  a 
cognitive  structure  called  a  gender  schema  guides  sex  role  development.  Bern 
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(1981),  for  example,  proposes  that  the  gender  schema  provides  a  cognitive 
readiness  to  perceive  information  in  sex-role  related  ways.  People  differ  in  the 
degree  to  which  they  have  assimilated  their  self-concepts  into  their  own  gender 
schenas.  People  with  well-developed  gender  schemas  should  be  more  sex-typed 
than  those  with  less  well-developed  schemas. 

These  sex  role  development  theories,  with  the  exception  of  gender  schema 
theory,  have  concentrated  primarily  on  children.  However,  starting  during  the 
1970s,  some  developmental  psychologists  began  arguing  for  a  life  span  approach 
to  development  in  most  areas,  including  sex  roles,  that  acknowledges  change  anJ 
continuity  throughout  life  (for  example,  Emmerich,  1973).  Although  currently 
there  is  a  great  deal  of  discussion  about  adult  sr  \  role  development,  the  application 
of  sex  role  developmental  theories  to  aduhs  has  been  slow. 

Rebecca,  Hefner,  and  Oleshansky  (1 976)  have  proposed  a  life  span  model  of 
sex  role  development.  It  is  based  partially  on  Kohlberg*s  theory  of  moral  develop- 
ment and  Piaget's  theory  of  cognitive  development  in  which  postconventional 
stages  are  the  highest  developmental  level.  Their  u.eory  postulates  three  stages  in 
the  sex  role  development  process:  undifferentiated  sex  roles,  polarized  sex  roles 
(which  characterize  the  stereotypes  of  most  people),  and  sex, role  transcendence 
(tl  highest  level  of  sex  role  development).  Individuals  who  have  attained  the  sex 
role  transcendence  stage  are  flexible  and  do  not  stereotype  themselves  or  others  on 
the  basis  of  gender. 

Katz  (1979)  has  proposed  a  descriptive  life  span  model  of  sex  role  acquisi- 
tion. U  »like  the  previously  described  theories,  it  is  not  based  on  a  general 
develop  tciual  theory  but  on  research  findings.  Her  model  postulates  three  devel- 
opmental levels  in  sex  role  acquisition,  each  of  which  includes  two  or  three 
stages  containing  different  cognitive  and  social  tasks  to  be  mastered.  They  in- 
clude learning  of  appropriate  childhood  sex  roles  (birth  to  12),  preparation  for 
adult  sex  roles  (12  to  19),  and  development  of  adult  sex  roles  (20  to  death). 

Other  theorists  have  started  to  take  aduh  development  models  of  specific 
areas  such  as  vocational  and  career  development  that  have  been  based  on  the 
lives  of  men  and  expand  them  to  include  women.  They  do  so  by  adding  roles, 
characteristics,  tasks,  behaviors,  and  feelings  that  are  particulariy  salient  to 
women  (for  example,  Kaufman  &  Richardson,  1982).  Unfortunately,  most  have 
not  yet  been  explicitly  applied  to  sex  role  development  in  ways  that  can  directly 
assist  educators  interested  in  sex  equity  concerns.  An  integration  of  ^he  adult 
development  theories  ana  the  current  sex  role  development  theories  is  necessary. 

AGE  PATTERNS  IN  SEX  ROLE  DEVELOPMENT 

A  general  understanding  of  the  age  trends  from  four  areas  of  sex  role 
development  research  is  most  important  for  attaining  sex  equity  in  education. 
One  of  ^hese  areas,  cognitive  sex  role  characteristics,  is  based  on  the  cognitive 
theories  o'^sex  role  development.  The  other  three,  including  sex  role  knowledge, 
attitudes,  j  nd  behaviors,  are  based  primarily  on  social  learning  theory. 
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Cognitive  Sex  Role  Characteristics 

In  order  to  ]eam  sex  roles  initially,  children  must  be  able  to  sort  other 
people  accurately  into  female  and  male  categories.  In  order  ftilly  to  understand, 
abstract,  and  apply  sex  roi^s,  children  must  realize  that  sex  is  a  permanent 
attribute;  that  is,  they  must  have  attained  gender  constancy,  which  occurs  at 
about  7  years  of  age. 

Most  children  can  accurately  identify  their  own  sex  by  about  2  years  of  age 
and  the  sexes  of  others  by  about  3  (Thompson,  1975).  Prior  to  this,  they  can 
mimic  information  that  they  have  been  directly  taught,  but  they  cannot  apply  it  or 
generalize  from  it.  They  still  think,  Iiowevtr..  that  people  can  change  thcii  sex  if 
they  want  to  or  with  the  passage  of  time,  in  the  same  way  that  people  grow  taller 
over  time.  They  then  attain  gender  stability  and  drop  these  notions.  Even  with  the 
understanding  of  gender  stability,  however,  children  think  that  people  can 
change  sex  by  changing  their  appearance,  including  dress,  behavior,  and/or 
name.  This  is  very  logical,  since  children  use  general  appearance  to  identify 
people  as  female  or  male.  They  then  realize,  at  aboi:t  7,  that  sex  doesn't  change 
with  changes  in  appearance,  and  so  attain  gender  consistency.  The  attainment  of 
these  three  levels  of  understanding — icientification  by  gender,  gender  stability, 
and  gender  consistency — is  called  gender  constancy  (Slaby  &  Frey,  1975).  They 
finally  understand  that  genital  appearance  is  the  major  attnbute  that  socially 
identifies  a  person's  sex;  this  understanding  usually  occurs  between  about  7  and 
9  years  of  age  (McConaghy,  1979).  Understanding  in  each  of  these  areas  occurs 
in  the  following  sequence:  self,  same-sex  people,  and  finally  opposite-sex  people 
(Eaton  &  Von  Bargen,  1981). 

Research  based  on  the  cognitive  theoiy  of  gender  schemas  has  shown  that 
the  degree  of  sex  typing  in  people  is  related  to  the  use  of  sex-related  information 
in  cognitive  processing;  that  is,  sex-typed  people  are  more  likely  than  an- 
drogynous or  undifferentiated  people  to  process  information  based  on  its  sex- 
related  aspects  (Bem,  1981).  Also,  information  consistent  with  gender  schemas 
is  more  likely  to  be  perceived  and  processed  thin  is  inconsistent  information  (for 
example,  people  may  not  perceive  a  male  aS  a  nurse,  since  nursing  i«  sex-typed 
as  a  feminine  occupation),  and  people  will  aher  information  to  fit  their  gender 
schemas  (for  example,  people  may  remember  the  male  nurse  as  a  male  doctor). 
Gender  schemas  usually  are  quite  powerful  in  children;  they  vary  in  power  for 
adults  (Martin  &  Halverson,  1981). 

More  cognitively  advanced  children  are  better  able  to  perform  all  three 
aspects  of  the  sex  role  learning  chain  suggested  by  social  learning  theory.  The 
attention  span  of  children  increases  with  age,  so  older  children  can  attend  for 
greater  amounts  of  time  to  sex  role  models.  Their  perceptions  are  more  accurate 
and  their  memories  are  better,  so  they  can  remember  longer  what  they  have 
experienced.  Their  language  skills  are  better,  allowing  them  to  understand  the 
verbal  parts  of  modeling  more  completely  and  giving  them  access  to  a  larger 
variety  of  verbal  symbols  for  use  in  coding. 
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Because  older  chilclren*s  skills  in  inference  and  generalization  are  superior, 
the^  are  better  able  to  abstract  sex  role  principles.  Also,  they  can  remember  the 
resulting  principles  longer. 

As  children  grow  older,  their  advanced  cognitive  (and  physical)  skills 
make  them  increasingly  able  to  perform  accurately  the  behaviors  derived  from 
their  cognitive  principles.  Also,  they  are  able  to  anticipate  consequences  of  their 
behaviors  and  to  consider  alternatives,  which  are  important  motivational  aspects 
in  the  performance  of  sex  role  behaviors.  In  addition,  they  are  better  able  to 
understand  and  remember  sex  role  labels. 

Sex  Role  Knowledge 

In  the  social  learning  theory  of  sex  role  development,  sex  role  knowledge 
refers  to  what  is  learned.  With  increased  age,  and  so  increased  environmental 
exposure,  children's  sex  role  knowledge  increases.  By  about  3  years  of  age, 
children  have  learned  those  simple  aspects  of  sex  roles,  related  to  appearance  and 
behavior,  that  are  need  d  to  identify  the  sexes.  They  complete  their  learning  of 
most  sex  role  knowledge  by  middle-  to  lafe-elementary  school  age  (Emmerich  & 
Shepard,  1982). 

Sex  Role  Attitudes 

Most  of  the  research  on  sex  role  attitudes  has  studied  roles,  traits,  ac- 
tivities, occupations,  and  people's  own  sex  role  self-concepts.  Unfortunately, 
these  areas  have  not  been  studied  systematically  across  age  or  developmental 
levels,  so  that  the  age  trends  presented  here  are  tentative.  Also,  most  research  has 
used  white,  middle-class  subjects;  generalization  to  other  groups  is  risky.  These 
age  patterns  may  differ  by  socioeconomic  status,  cognitive  maturit>,  and  race 
(Emmerich  &  Shepard,  1982). 

From  about  2  years  of  age  until  eariy  elementary  school,  sex  role  attitudes 
generally  become  increasingly  sex-typed  (Tremaine,  Schau,  &  Busch,  1982). 
During  elementary  and  early  junior  high  school,  sex  role  attitudes  about  most 
areas  become  increasingly  less  sex-typed  (for  example,  see  Garrett,  Ein,  & 
Tremaine,  1977;  Shepard  &  Hess,  1975).  Then,  attitu '  >  about  at  least  some 
aspects  of  sex  roles  become  increasingly  sex -typed  from  junior  high  through  high 
school  (Urberg,  1979),  although  there  is  comparatively  little  research  with  this 
age  group.  In  adulthood,  the  sex  role  attitudes  of  parents  with  children  at  home 
are  most  sex-typed,  while  parents  without  children  at  home  and  older  childL'^ss 
people  are  most  androgynous  (Abrahams,  Feldman,  &  Nash,  1978;  Feldman, 
Biringen,  &  Nash,  1981). 

Males  tend  to  be  more  sex-typed  than  females  at  all  ages,  especially  in 
regard  to  attributing  home  and  childcare  roles  to  women,  A!"o,  at  least  during 
elementary  school,  children  may  exhibit  a  same*sex  preference  in  addition  to,  or 
sometimes  rather  than,  their  sex-typed  attitudes  (Emmerich  &  Shepard,  1982). 
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That  is,  they  may  attribute  positive  characteristics  to  people  of  their  own  sex 
regardless  of  whether  those  characteristics  are  stereotypically  associated  with 
that  sex. 

In  young  children,  knowledge  and  attitudes  usually  are  closely  aligned. 
Older  children  and  adults  know  the  stereotypes,  but  their  sex  role  attitudes  vary 
greatly.  Also,  sex  role  attitudes  may  differ  when  applied  to  the  self  and  to  others. 

Sex  Role  Behaviors 

There  are  many  more  similarities  than  differences  in  sex  role  behaviors 
(see  chapter  5).  Unfortunately,  sex  role  stereotypes  lead  people  to  expect  more 
and  larger  sex  differences  than  actually  exist. 

SEX  DIFFERENCES  IN  LIFE  EXPERIENCES 

A  very  few  sex  role  components,  such  as  pregnancy  and  some  aspects  of 
physical  strength,  are  based  on  biological  sex  differences.  However,  the  environ- 
ment also  has  an  effect:  there  is  an  element  of  choice  for  most  women  and  men 
regarding  the  timing  and  number  of  pregnancies  and  the  extent  to  which  they 
exercise  to  maximize  their  physical  strength. 

Biological  differences  among  people,  especially  genetic  differences,  set 
broad  limits  on  the  development  of  individual  females  and  males,  but  the  en- 
vironment is  the  real  key  in  these  areas.  From  birth,  females  and  males  have 
different  experiences  in  many  aspects  of  life. 

Most  boys  are  socialized  primarily  for  their  future  occupational  roles, 
whiie  most  giris  are  socialized  primarily  for  family  roles  (Hoffman,  1977). 
Within  the  United  States  and  across  a  variety  of  other  societies  ranging  from 
mostly  nonliterate  through  highly  literate,  adults  socialize  giris  for  greater  nur- 
turance  and  responsibility  and  boys  for  greater  self-reliance  and  achievement 
(Barry,  Bacon,  &  Child,  1957).  For  example,  boys  and  giris  often  are  given 
different  names,  clothes,  and  sex-typed  toys;  these  toy  differences  encourage 
them  to  practice  different  skills  and  behaviors  (for  example,  giris  "mothering" 
baby  dolls,  boys  behaving  aggressively  with  toy  guns).  Adults  play  more  roughly 
with  boys  and  pressure  boys  to  be  independent,  achieving,  and  emotionally 
controlled  (Hoffman,  1977).  The  media  continually  present  a  very  sex-typed 
view  of  reality  to  children  and  adults. 

Education  is  sex-typed.  Women  and  men  hold  different  jobs  within 
schools.  When  students  start  making  course  choices,  giris  and  boys  are  encour- 
aged to  enroll  in  different  subject  areas  (Stockard,  1980). 

Job  training  and  jobs  differ  by  sex.  Women  are  clustered  in  lower-paying 
occupations  such  as  office  staff,  teaching,  health,  and  domestic  jobs.  More 
women  than  men  work  part-time.  But  even  when  women  perform  the  same  jobs 
at  the  same  competence  levels,  they  are  paid  significantly  less  (Tittle,  1981). 

There  are  sex  differences  in  other  life  areas  also,  but  the  areas  discussed 
here  are  most  important  for  educational  equity  concerns. 
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IMPLICATIONS  FOR  SEX  EQUITY  IN  EDUCATION 

This  chapter  has  presented  theories  and  findings  that  are  important  in 
analyzing  the  educational  settings  and  materials  designed  to  help  achieve  educa- 
tional equity.  For  example,  if  children  read  books  in  which  boys  are  continually 
reinforced  for  active  behaviors  while  girls  are  continually  reinforced  for  passive 
behaviors,  they  learn  that  giris  are  expected  to  be  passive  and  boys  active  as  part 
of  their  sex  roles.  They  also  gain  the  expectations  that  they  themselves  will  be 
rewarded  for  active  behaviors  if  they  are  boys  and  for  passive  behaviors  if  they 
are  girls.  These  expectations  help  to  motivate  some  giris  to  be  passive  and  some 
boys  to  be  active. 

But  not  all  models  are  equally  potent.  The  most  effective  models  for 
children  are  those  that  are  attractive,  that  have  power,  and  that  are  examples  of 
the  children's  own  sex  role  stereotypes.  In  other  words,  children  tend  to  ignore 
people  who  are  performing  behaviors  that  do  not  match  the  children's  abstracted 
sex  role  principles  (Perry  &  Bussey,  1979).  This  implies  that  instructional  mate- 
rials presenting  a  few  token  males  and  females  engaged  in  role-reversed  and  sex- 
affirmative  activities  and  behaviors  will  not  change  children's  sex  role  attitudes, 
knowledge,  behaviors,  and  schemas.  Similarly,  single  brief  intervention  at- 
tempts will  not  work.  Children  must  be  exposed  to  a  sufficient  quantity  of  sex- 
equitable  materials  to  allow  them  to  incorporate  nontraditional  role  behaviors  and 
characteristics  into  i  eir  schemas  and  abstracted  principles  about  sex  roles. 

Somewhat  different  strategies  are  needed  for  students  in  different  develop- 
mental stages.  Since  children  below  about  mid-elementary  school  cognitively  are 
quite  rigid,  are  developing  potent  gender  schemas,  and  are  learning  about  sex 
role  stereotypes,  they  need  to  be  exposed  to  as  many  sex-equitable  materials  and 
situations  as  possible.  This  is  especially  important  for  preschool-aged  children, 
since  the  content  of  their  stereotypes  and  their  accompanying  gender  schemas 
will  be  based  on  this  environmental  information. 

Generally,  however,  most  children's  experiences  will  match  cultural  sex 
role  stereotypes.  Because  of  this,  it  is  important  for  educators  to  explicitly  point 
out  and  discuss  the  nonstereotyped  aspects  of  materials  and  situations.  This 
should  assist  students  in  accurately  perceiving  and  remembering  these  aspects. 
However,  educators  should  not  be  concerned  if  young  children's  attitudes  still 
become  sex-stereotyped.  Their  thinking  often  is  perception-bound,  and  the  over- 
whelming amount  of  sex-stereotyped  information  they  experience  may  result  in 
sex-typed  attitudes.  This  is  especially  true  for  areas  not  included  in  the  sex- 
equitable  settings  and  materials.  Young  children  usually  cannot  generalize  to 
new  situations. 

Although  elementary  school  children's  sex  role  attitudes  become  in- 
creasingly less  sex-typed  with  age,  they  also  need  exposure  to  sex-equitable 
materials  and  settings.  But  they  especially  need  guidance  in  understanding  the 
sex-affirmative  aspects  of  these  settings  and  materials.  They  are  very  interested 
in  fairness.  This  interest  can  be  useful  in  discussing  the  effects  of  sex  role 
stereotypes. 
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Students  in  junior  high,  high  school,  and  college,  as  well  as  adults,  need  to 
be  exposed  to  situations  and  materials  that  portray  sex-fair  reality.  Boys  and  girls 
should  not  be  raised  to  expect  that  most  women  ,.1  be  homemakers  and  mothers 
but  mil  not  work  outside  of  the  home;  this  is  not  reality.  Similariy,  the  lack  of 
attention  paid  to  the  male  role  in  parenting  and  homemaking  is  misleading  and 
unrealistic.  Educational  materials  are  needed  that  portray  men  and  women  real- 
istically in  all  adult  roles  and  portray  options  and  flexibility  in  role  patterns. 
Materials  need  to  incorporate  consideration  of  all  the  major  adult  roles  simul- 
taneously, so  that  students  recognize  that  changes  in  values  about,  or  salience  uf, 
one  or  more  roles  have  implications  for  other  roles.  The  ideas  of  choice,  patterns, 
and  responsibilities  in  adult  roles  are  not  explicit  parts  of  the  learning  of  sex 
roles.  Yet  these  concepts  are  critical  for  sex  equity. 

CONCLUSIONS 

Most  educators  and  psychologists  believe  that  environmental  and  develop- 
mental cognitive  effects  in  conjunction  with  very  small  biological  potentials 
contribute  to  the  development  of  sex  differences  in  roles.  The  development  of 
sex  roles  and  the  tendency  to  sex-stereotype  the  behaviors,  attitudes,  and  person- 
ality characteristics  expected  of  females  and  males  in  our  culture  have  a  strong 
and  pervasive  influence  throughout  all  of  our  lives.  The  positive  features  of  these 
concepts  are  in  the  stability  they  can  lend  to  individual  lives.  Their  negative 
features  are  in  a  rigidity  and  unthinking  acceptance  of  the  definitions,  so  that  they 
constitute  barriers  to  the  development  of  individuals  to  their  full  potential  in  all 
areas  of  adult  life. 

We  have  every  expectation  that  future  theories  of,  and  research  in,  sex  role 
development  will  further  our  understanding  and  our  effectiveness  in  developing 
sex-equitable  strategies  in  education.  We  look  forward  to  the  time  when  sex  role 
development  truly  becomes  human  development  and  gender  is  not  related  to  the 
types  of  activities,  occupations,  and  personal  attributes  that  individuals  choose. 
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PART  II 

Administrative  Strategies  for 
Implementing  Sex  Equity 


Patricia  A.  Schmuck 


This  section  is  about  the  ways  in  which  mandates  regarding  sex  equity  are 
administratively  implemented  in  educational  agencies.  All  three  chapters  de- 
scribe at  least  one  aspect  of  the  process  of  implementing  the  federal  mandates. 
Certainly,  civil  rights  advocates  have  learned  that  legislative  mandates  by  them- 
selves are  no  guarantee  of  changing  school  practice;  the  intent  of  Congress  and 
the  subsequent  regulations  may  be  ignored,  thwarted,  or  successfully  imple- 
mented. The  strength  of  a  mandate  rests  in  the  power  of  its  implementation,  and 
each  of  these  chapters  attempts  to  ferret  out  those  administrative  procedures 
which  are  likely  to  result  in  successful  school  practices  regarding  sex  equity. 

There  is  a  wealth  of  literature  documenting  successful  and  unsuccessful 
efforts  to  bring  about  changes  in  schools.  Studies  of  curriculum  innovations 
(such  as  new  programs  in  math  or  social  studies),  teacher  classroom  behaviors 
(such  as  the  introduction  of  team  teaching  or  new  models  of  teacher-student 
interaction),  new  organizational  patterns  (such  as  nongraded  schools  or  schools 
without  walls),  and  other  changes  have  provided  guideposts  concerning  the  most 
effective  strategies  for  bringing  about  new  school  practices. 

Strategies  for  achieving  sex  equity  involve  many  different  approaches  to 
change:  they  range  from  formulating  new  educational  policy  to  the  formation  of 
active  community  pressure  groups,  from  training  teachers  m  methods  of  chang- 
ing sex-stereotyped  attitudes  and  behaviors  to  rewriting  curriculum  materials, 
from  providing  technical  assistance  to  providing  information  on  how  to  sue. 
Even  though  students  and  employees  are  guaranteed  by  law  that  sex  cannot  be 
used  as  a  discriminatory  attribute,  the  literature  on  school  change  makes  it  very 
clear  that  individuals  or  institutions  do  not  change  behavior  or  practice  by  admin- 
istrative fiat  alone.  Even  though  the  regulations  specifically  prescribe  what  may 
and  may  not  be  done,  the  intent  of  the  law  will  be  realized  only  under  certain 
conditions.  The  chapters  in  this  section  suggest  those  administrative  conditions 
under  which  we  may  presume  sex  equity  is  being  achieved.  Thus,  it  is  from  the 
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literature  on  school  change  that  we  can  formulate  the  guidelines  for  effective  or 
ineffective  strategics  of  implementing  sex  equity.  In  the  following  section  1  have 
laid  out  three  such  guidelines  for  assessing  the  strategies  discussed. 

1.  Does  the  strategy  for  equity  lead  to  changes  in  the  social  system  which  alter 
organizational  practice? 

2.  Does  the  strategy  for  equity  lead  to  changes  in  individual  participants? 

3.  Docs  the  strategy  for  equity  lead  to  continued  and  long-lasting  changes  in 
institutions  and  individuals? 

CHANGES  IN  THE  SOCIAL  SYSTEM 

Chapter  7,  by  Schmuck  et  al.,  describes  and  discusses  the  formal  linkages 
between  federal  policy  and  classroom  practice.  The  evidence  about  effectiveness 
cited  in  this  chapter  includes  three  different  research  efforts:  (1)  a  comparison  of 
Title  IX  coordinators  at  the  local  educational  agency  level  (prescribed  by  Title 
IX)  and  state  sex  equity  coordinators  (prescribed  by  the  Vocational  Education 
Amendments);  (2)  the  impact  of  a  coalition  of  agency  partners  working  with 
several  California  school  districts;  and  (3)  the  evidence  gathered  by  federally 
funded  demonstration  centers  in  five  local  school  districts.  The  description  of 
internal  and  external  intervention  strategies  shows  that  each  has  certain  advan- 
tages and  disadvantages  (Kempner,  1980).  The  evidence  comparing  two  roles  of 
equity  coordinators  shows  that  the  internal  change  agent  can  create  a  powerful 
role  that  reaches  many  different  levels  of  a  school  system  under  certain  condi- 
tions. If  those  conditions  are  not  met,  however,  the  equity  coordinator  will 
probably  be  ineffective.  The  evidence  in  the  California  study  shows  a  major 
barrier  facing  intermediary  agencies — the  necessity  of  selling  the  importance  of 
providing  sex-fair  educational  practice.  External  agencies  must  be  invited  into 
the  system  and  given  the  power  to  institute  change.  In  contrast  to  the  internal 
approach  to  change,  thereJs^no  legitimate  power  invested  in  the  role.  Once  there 
is  a  good  match  between  the  goals  of  the  external  agency  and  a  school  system, 
however,  the  process  of  implementation  may  be  highly  successful  as  shown  in 
the  California  case. 

Chapter  8,  by  Shakeshaft,  states  the  need  for  changing  social  system 
variables  rather  than  explicating  the  conditions  under  which  we  might  expect 
changes  to  be  implemented.  Her  chapter  det::lls  the  barriers  facing  the  em- 
ployment of  women  as  administrators  and  describes  some  projects  directed  at 
eliminating  some  of  these  barriers,  Unfoitunately,  however,  the  long-range  out- 
comes of  these  projects  are  not  veil  documented.  One  may  presume  the  barriers 
still  exist,  since  the  most  current  data  regarding  women's  employment  as  admin- 
istrators do  not  yet  reflect  positive  changes,  Shakeshaft's  extensive  reference  list 
and  overview  of  strategies  used  to  achieve  greater  equity  in  administration  pro- 
vide a  wealth  of  material  for  scholars  ana  practitioners.  An  important  un- 
answered question  remains,  however.  Will  a  better  sex  balance  in  school  man- 
agement have  a  positive  impact  on  creating  sex-fair  educational  environments? 
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We  don't  know.  There  is  some  research  indicating  a  strong  positive  relationship 
Detween  employment  and  women's  attitudes  toward  equality  (Klein,  1976). 
There  is  also  some  evidence  that  the  greater  the  proportion  of  women  on  a 
management  team,  the  higher  the  awareness  of  sex  discriminatory  issues 
(Finigan,  1982).  In  contrast,  there  is  some  evidence  that  sex  alone  is  not  a 
distinguishing  characteristic  in  a  manager's  school  performance  (Charters  & 
Jovick,  1981).  While  the  achievement  of  sex  equity  in  school  administration  is  a 
worthy  goal  per  se,  it  remains  unclear  whether  the  increased  employment  of 
women  administrators  will  alter  the  educational  system  enough  to  be  an  effective 
tool  to  implement  and  diffuse  other  sex  equity  prac  '<^cs  in  schools. 

In  Chapter  9,  Sadker  and  Sadker  describe  cur  .ular  innovations  in  equity 
materials  for  teachers,  which  have  been  initiated  primarily  by  individuals  in 
intermediary  agencies.  They  also  discuss  the  changes  needed  in  materials  and 
policies  of  existing  organizations  such  as  professional  associations  and  the  Na- 
tional Council  for  the  Accreditation  of  Teacher  Education.  While  their  recom- 
mendations cleariy  outline  the  administrative  strategy  needed  for  integrating  sex 
equity  issues  into  teacher  education  programs,  they  do  not  provide  substantive 
information  concerning  actual  changes  made.  Their  chapter,  like  Shakeshaft's,  is 
a  description  of  training  needs  rather  than  a  description  of  educators'  sex  equity 
practices.  There  is  no  doubt  that  the  written  materials  that  have  been  developed 
as  instructional  units  for  college  teachers  and  teacher  guides  for  sex-fair  class- 
room practices  are  a  necessary  first  step  in  integrating  equity  concerns  into  the 
professional  development  of  teachers.  But  they  are  only  a  first  step.  Certainly  in 
years  to  come  we  need  more  information  on  the  social  system  process  of  making 
future  teachers  knowledgeable  and  skilled  in  providing  equal  educational  oppor- 
tunity at  the  classroom  level. 

CHANGES  IN  INDIVIDUAL  BEHAVIOR 

All  the  authors  present  evidence  that  interventions  caused  some  individuals 
to  change  their  attitudes  and  practices  regarding  sex  equity;  effective  Title  IX  and 
vocational  education  sex  equity  coordinators  did  influence  individual  behaviors 
and  practice.  The  California  Coalition  and  the  Equity  Demonstration  Projects 
offer  concrete  evidence  that  technical  assistance  led  to  some  changes  in  school 
district  personnel,  but  also  suggest  that  more  follow-up  work  must  be  done. 
Sadker  and  Sadker  present  percentages  and  anecdotal  evidence  indicating  that 
teacher  trainees  using  the  equity  materials  increased  their  awareness  of  equity 
issues,  although  not  all  changes  were  in  the  desired  direction.  Shakeshaft  dis- 
cusses changes  among  women  aspirants  for  administration;  clearly  the  projects 
she  describes  have  inspired  individual  women  to  "pursue  and  persist,"  but  there 
is  no  information  about  increases  in  equiiy  among  existing  administrators  or  from 
those  having  the  power  to  hire  and  promote.  The  weakness  of  evaluation  is 
evident  in  all  the  chapters  and  suggests  a  future  research  need.  In  all  fairness, 
howcN  't  must  be  pointed  out  that  the  magnitude  of  the  projects  reported  leads 
to  difficult>  in  precise  evaluation.  While  the  outcome  data  are  perhaps  the 
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weakest  in  showing  how  individuals  were  affected  by  the  equity  interventions, 
all  chapters  provide  fairly  objective  and  sometimes  quantifiable  data  about  suc- 
cesses and  failures. 

EQUITY  INTERVENTIONS  AND  LONG-TERM  CHANGE 

We  have  just  celebrated  the  12th  anniversary  of  the  passage  of  Title  IX. 
This  is  a  very  short  time.  While  all  the  chapters  suggest  some  of  the  conditions 
which  may  be  promising  for  continued  equity  activities,  none  of  the  authors  can 
yet  present  data  indicating  the  longevity  of  such  changes.  Certainly,  this  is  a 
crucial  area  for  continued  research.  But  as  all  the  authors  indicate,  we  have 
barely  begun  to  scratch  the  surface  of  understanding  what  administrative  strat- 
egies are  effective  in  bringing  about  equal  educational  opportunity  on  the  basis  of 
sex.  For  example,  we  do  not  know  to  what  extent  the  February  1984  Supreme 
Court  decision  in  Grove  City  College  v.  Bell  limiting  the  coverage  of  Title  IX  to 
programs  and  activities  (rather  than  institutions)  receiving  federal  financial  as- 
sistance will  curtail  commitments  to  achieving  sex  equity. 

Recently  I  had  an  experience  that  provided  a  unique  perspective  on  school 
change.  1  had  the  good  fortune  to  live  and  work  in  Belgium  for  a  year,  and  I 
interviewed  a  school  principal.  She  was  a  nun,  the  head  of  a  very  old  and 
prestigious  girls'  secondary  school,  which  was  an  ali-boys'  school  until  1940. 
She  excitedly  desci  ibed  a  major  curriculum  innovation  in  her  school;  they  were 
adding  four  hours  of  physical  science  to  the  Latin-Greek  program.  She  ex- 
claimed, "You  know,  except  for  the  change  to  an  all  girls'  school,  such  an 
innovation  has  not  taken  place  in  this  school  since  the  Renaissance!"  I  hope  we 
do  not  have  to  wait  several  centuries  before  we  can  provide  data  indicating 
effective  administrative  strategies  for  implementing  sex  equity  in  our  nation's 
schools.  All  of  these  chapters  are  useful,  helpful,  and  informative  about  a  decade 
of  work.  But  we  have  only  just  begun. 
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Wc  view  the  institutionalization  of  sex  equity  as  both  a  process  and  an  outcome 
goal.  In  this  chapter  we  <;hall  treat  the  institutionalization  of  sex  equity  as  a 
special  case  of  the  more  general  process  of  adopting  educational  innovations.  We 
shall  discuss  evidence  that  policies,  procedures,  and  strategies  designed  to  elimi- 
nate unequal  treatment  betweea  girls  and  boys  and  women  and  men  have  become 
accepted  regular  features  in  the  operation  of  some  state  education  agencies  and 
school  districts  and  thus  have  become  institutionalized.  That  is,  changes  that 
were  initiated  by  specially  funded  projects  at  the  state  or  district  level  have  now 
become  part  of  standard  educational  programs  and  practices. 

Although  there  are  many  similarities  in  implementing  sex  equity  and  other 
educational  innovations,  there  are  also  differences.  Unlike  the  "Right-to-Read" 
program,  which  did  not  have  to  gamer  understanding  and  support  for  the  notion 
that  every  student  can  and  should  be  able  to  read,  or  the  rapid  adoption  of  an 
appealing  tangible  innovation  such  as  microcomputers,  sex  equity  projects  often 
had  to  begin  by  convincing  individuals  and  agencies  of  the  need  to  provide  a  sex- 
fair  educational  environment  for  students  and  staffs.  Another  difference  Is  that 
we  have  had  relatively  few  years  to  benefit  from  Title  IX,  the  major  federal 
policy  prohibiting  sex  discrimination  In  education,  Ahhough  Title  IX  was  passed 
in  1972,  it  did  not  have  implementing  regulations  until  1975,  and  it  was  never 
accompanied  by  substantial  federal  or  state  financial  assistance.  Certainly,  12 
years  is  not  an  adequate  period  of  time  in  which  to  institutionalize  change;  one 
estimate  suggests  that  at  least  50  years  is  required  for  adoption  of  an  educational 
innovation  (Mort  &  Campbell,  1941,  cited  in  Miles,  1964),  Similarly,  federal 
financial  support  and  incentives  to  help  educators  implement  sex  equity  practices 
have  been  almost  infinitesimal  compared  to  other  Department  of  Education  pro- 

The  authors  would  like  u  thank  Dolores  Grayson,  Robert  Lyke,  and  David  Sadker  for  comments. 
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grams,  and  thus  cannot  be  expected  to  be  a  tremendous  incentive  for  changing 
state  and  local  education  agency  operations. 

To  investigate  the  progress  made  toward  the  institutionalization  of  sex 
equity  in  education  despite  these  obstacles,  we  will 

1.  describe  the  major  federal  policies  and  activities  that  promote  sex  equity  in 
education; 

2.  describe  the  roles  and  interrelationships  among  federal,  regional,  state,  and 
local  efforts  toward  sex  equity; 

3.  review  three  studies  of  effective  ways  to  institutionalize  sex  equay  at  the 
local  school  district  level;  and 

4.  review  strategies  that  have  been  employed  to  institutionalize  sex  equity  at  all 
governmental  levels. 

The  chapter  will  conclude  with  recommendations  for  future  research  and 
action  to  quicken  the  pace  of  the  overall  institutionalization  of  sex  equity  in  all 
content  areas  and  at  all  levels  of  education.  Subsequent  chapters  will  address 
ways  of  institutionalizing  sex  equity  in  more  specialized  contexts. 

Federal  Policies  and  Activities  for  Institutionalizing 
Sex  Equity  in  Education 

There  are  federal  laws  prohibiting  sex  discrimination  in  areas  ranging  from 
employment  to  housing.  There  are  also  many  states  with  laws  and  statutes  such 
as  broad  state  equal  rights  amendments  or  specific  laws  prohibiting  sex  discrimi- 
nation in  education.  Title  IX,  the  major  federal  law  that  prohibits  sex  discrimina- 
tion in  education,  states:  "No  person  in  the  United  States  shall,  on  the  basis  of 
sex,  be  excluded  from  participation  in,  be  denied  the  benefits  of,  or  be  subjected 
to  discrimination  under  any  education  program  or  activity  receiving  Federal 
financial  assistance.''  Additional  key  federal  laws  are  designed  to  provide  incen- 
tives and  assistance  to  other  levels  of  government,  other  organizations,  and 
individuals  in  implementing  the  letter  and  spirit  of  Title  IX.  The  agency  with 
primary  enforcement  responsibility  for  civil  rights  in  federally  assisted  education 
activities  is  the  Office  for  Civil  Rights,  in  the  U.S.  Department  of  Education. 
The  key  federal  laws  designed  to  promote  sex  equity  in  education  are  listed  in  tier 
A,  table  2.  The  laws  that  provide  positive  incentives  and  assistance  for  achieving 
sex  equity  include  Title  IV  of  the  Civil  Rights  Act  of  1964  (CRA  IV),  the 
Women's  Educational  Equity  Act  of  1974  and  1978  (WEEA),  the  1976  amend- 
ments to  the  Vocational  Education  Act  of  1963  (VEA),  the  1972  law  authorizing 
the  National  Institute  of  Education  (NIE),  the  1957  law  creating  the  U.S.  Com- 
mission on  Civil  Rights,  the  National  Science  Foundation  (NSF)  Science  and 
Technology  Equal  Opportunities  Act  of  Fiscal  Year  1981,  and  the  annual  con- 
gressional and  presidential  Women's  History  Week  resolutions.  Activities  at 
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Other  levels  of  government  for  implementing  these  and  other  sex  equity  policies 
are  listed  in  tiers     C»  and  D  of  table  2. 

Title  IX,  The  1975  regulations  that  interpret  Title  IX  specifically  prohibit 
discrimination  or  the  denial  of  benefits  on  the  basis  of  sex  in  admissions,  recruit- 
ment, educational  programs  or  activities,  facilities,  course  offerings,  counseling 
or  appraisal,  financial  assistance,  marital  or  parental  status,  athletics  and  em- 
ployment. They  also  state  that  recipients  of  federal  financial  assistance  must 
designate  at  least  one  employee  to  coordinate  Title  IX  efforts  and  activities.  In 
1982,  the  U.S.  Supreme  Court  ruled  that  the  department  had  authority  to  write 
regulations  covering  employees  as  well  as  students.  In  1984,  the  Supreme  Court 
ruled  in  Grove  City  College  v.  Bell  that  Title  IX  coverage  extended  only  to 
programs  and  activities  that  received  federal  financial  assistance  and  not  to  the 
entire  institution,  as  many  had  previously  interpreted.  In  light  of  this  ruling,  bills 
were  introduced  in  Congress  to  protect  the  broad  coverage  under  Title  IX. 

CRA  IV,  This  law  prohibits  discrimination  on  the  basis  of  race,  national 
origin,  and  sex.  Its  regulations  authorize  federal  funding  for  regional  assistance 
centers  and  state  educatioi.  agencies  in  order  that  those  agencies  may  provide  free 
assistance  to  elementaiy  and  secondary  schools  to  ensure  students  equal  educa- 
tional opportunities.  Initia  ly,  local  school  boards  and  training  institutes  were 
included,  but  these  categories  were  deleted  in  1982. 

WEEA,  This  act  authorues  funding  at  all  levels  of  education  for  model 
educational  programs  of  national,  statewide,  or  general  significance  to  overcome 
sex  stereotyping  and  achieve  educational  equity  for  giris  and  women.  It  also 
established  the  National  Advisory  Council  on  Women's  Educational  Programs  to 
advise  the  Secretary  of  Education  regarding  this  program  and  to  make  recom- 
mendations to  federal  officials  on  the  improvement  of  educational  equity  for 
women  in  all  federal  policies  and  programs.  As  a  result  of  the  1978  reauthoriza- 
tion of  the  act,  programs  to  provide  financial  assistance  to  individual  educational 
agencies  and  institutions  for  programs  of  local  significance  to  meet  the  require- 
ment of  Title     ure  allowed  when  funding  of  the  act  reaches  a  specific  level. 

VEA,  This  major  funding  law  requires  that  states  receiving  federal  voca- 
tional education  funds  develop  and  carrj'  out  activities  and  programs  to  eliminate 
sex  bias,  stereotyping,  and  discrimination  in  vocational  education,  including 
homemaking  programs,  and  tha-  tates  assure  equal  access  to  such  programs  for 
both  women  and  men.  It  also  permits  allocating  federal  funds  to  programs  for 
displaced  homemakers,  single  heads  of  households,  homemakers,  part-time 
workers  seeking  full-time  jobs,  and  persons  seeking  jobs  in  «ircas  nontraditional 
for  their  sex. 

NIEs  The  legislation  authorizing  NIE  states  that  learning  how  to  dvance 
equal  educational  opportunities  is  one  of  the  agency's  basic  principles.  This  was 
reemphijsized  and  made  one  of  the  institute's  mandated  funding  priorities  when 
the  agency  was  reauthorized  in  1976  and  1980. 

U,S.  Commission  on  Civil  Rights,   The  commission  has  supported  studies 
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Table  2.   The  Role  of  Government  in  Mandating  and  Implementing  Sex  Equity  in  Education 


Tier  A 
Major  Federal  Sex  Equity 
Policies, 


Tier  B 

Regional  or  Multistate  Activities 


Tier  C 
State  Government  (SEA) 
Activities  and  Policies 


Tier  D 
Local  Government  (LEA) 
Activities  and  Policies 


I.  Title  IX  of  the  1972  Education 
Amendments 


2.  Title  IV  of  the  1964  Civil 
Rights  Act  (CRA  IV) 

3.  The  Women's  Educational 
Equity  Act  (WEEA)  1974— 
Created  WEEA  Program  and 
National  Advisory  Council  on 
Women's  Educational 
Programs 

A,  The  1976  amendments  to  the 
Vocational  Education  Act  of 
1963  (VEA) 

5.  Annual  Women's  History 
Week  resolutions  by  Congress 
and  the  President  1982-84 

6.  The  1957  act  creating  the 
U.S.  Commission  on  Civil 

o 


1.  10  Office  for  Civil  Rights  re- 
gional offices  to  facilitate  Ti- 
tle IX  compliance 

2.  CRA  IV-funded  Sex  Desegre- 
gation Assistance  Centers 
(SDACs) 

3.  5  demonstration  site  contrac- 
tors funded  by  WEEA 


1.  Title  IX  coordinators  in  SEAs 


2.  CRA  IV  state  sex  equity 
grants  to  SEAs  (receive 
SDAC  services) 

3.  WEEA  grants  to  a  few  SEAs 
and  sometimes  to  CCSSO 


4.  State  vocational  education  sex 
equity  coordinators 

5.  Some  SEAs  prepare  curricular 
materials  for  Women's  Histo- 
ry Week 


1.  Title  IX  coordinators  in 
LEAs  (and  other  education 
institutions  receiving  federal 
funds) 

2.  Previous  CRA  IV  awards  to 
LEAs  (receive  SDAC 
services) 

3.  Grants  to  some  LEAs,  in- 
cluding demonstration  site 
contractors — many  users  of 
WEEA  products 


4.  Some  SEA  and  VEA  grants 
and  technical  assistance  to 
LEAs 

5.  Some  LEA  or  school  celebra- 
tions of  Women's  History 
Week 
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Nole  The  general  progression  is  from  Tier  A  to  Tier  B.  tlicn  C,  Ilicn  D,  Iiowevcr.  tlicrc  may  be  a  direct  connection  among  activities  in  any  tier  or  witliin  tiers. 
Altliougli  users  in  Tiers  C  and  D  who  receive  federal  financial  assistance  are  .supposed  to  comply  with  Title  IX,  they  have  a  great  deal  of  autonomy  in  deciding  on  the 
extent  of  use  of  other  sex  equity  activities  and  may  of  course  Initiate  their  own  policies  and  activities  as  long  as  they  don  t  contradict  higher-level  policies. 
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of  sex  equity  in  education  ranging  from  bias  and  fairness  in  textbooks  to  analyses 
of  Title  IX  enforcement. 

Women's  History  Week  Congressional  Resolutions  and  Activities.  These 
are  an  excellent  way  to  remind  the  nation  of  women's  contributions  to  society 
and  of  sex  equity  issues  as  well. 

Funding  and  Executive  Department  support  for  CRA  IV,  WEEA,  NIE.  and 
the  sex  equity  aspects  of  VEA  has  decreased  by  about  $13  million  during  the 
Reagan  administration.  At  its  height  in  1980,  federal  funding  for  sex  equity  was 
minuscule,  about  0.2%  of  the  Education  Department  budget  (Klein  &  Dauito, 
1982).  The  Reagan  administration  has  recommended  no  funding  for  WEEA  or 
CRA  IV  programs  for  Fiscal  Years  1982-1985  and  has  eliminated  the  Women's 
Research  Team  and  the  Minority  and  Women's  Program  in  NIE.  As  a  result  of 
grassroots  support.  Congress  has  not  agreed  with  the  Executive  Department's 
requests  to  eliminate  WEEA  and  CRA  IV  legislation.  Thus,  these  and  a  few 
other  incentive  programs  such  as  the  Fund  for  the  Improvement  of  Postsccondary 
Education,  which  has  traditionally  supported  some  sex  equity  work,  nave  con- 
tinued operating.  Since  1981  they  have  provided  about  SI 8  million  annually  for 
badly  needed  R&D  and  for  technical  assistance  to  educators  and  the  general 
public  in  implementing  Title  IX  and  institutionalizing  sex  equity  in  education. 

Many  national  organizations,  including  coalitions  of  women's  groups, 
individual  women's  membership  organizations,  professional  education  and  be- 
havioral science  organizations,  and  foundations  h  ve  provided  a  wide  array  of 
support  activities  to  help  maintain  the  crucial  federal  role  in  promoting  sex  equity 
and  to  supplement  these  federal  efforts. 

The  Relationship  among  Federal,  Regional,  State, 
and  Local  Levels  of  Governance 

Federal  policy  and  the  subsequent  federal  programs  are  designed  to  bring 
about  change  at  the  local  school  level  and  ultimately  to  improve  boys'  and  girls' 
educational  opportunities  at  the  classroom  level.  But  how  can  mandates  issued 
by  Congress  influence  the  variety  of  classrooms  in  our  country?  How  can  we 
presume  that  federal  policies  can  affect  the  diversity  of  educational  values, 
teaching  methods,  and  school  organizations  in  our  country?  The  linkage  of 
policy  to  practice  is  a  loosely  organized  system  of  relationships.  Kari  Weick 
(1976)  graphically  portrays  this  reality  by  analogy. 

Imagine  that  you're  cither  the  referee,  coach,  player,  or  spectator  at  an 
unconventional  soccer  match:  the  field  for  the  game  is  round;  there  arc  several 
goals  scattered  haphazardly  around  the  circular  field;  people  can  enter  and  leave 
the  game  whenever  they  want  to;  they  can  throw  balls  in  whenever  they  want; 
they  can  say  *' that's  my  goal"  whenever  they  want  to.  as  many  times  as  they 
want  to.  and  for  as  many  goals  as  they  want  to;  the  entire  game  takes  place  on 
a  sloped  field;  and  the  game  is  played  as  if  it  makes  sense.  .  .  . 
If  you  now  substitute  in  that  example  principals  for  referees,  teachers  for 
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coaches,  students  for  players,  parents  for  spectators,  and  schooling  for  soccer, 
you  have  an  equally  unconventional  depiction  of  school  organizations.  The 
beauty  of  this  depiction  is  that  it  captures  a  different  set  of  realities  within 
educational  organizations  than  are  caught  when  these  same  organizations  arc 
viewed  through  the  tenets  of  bureaucratic  theory,  (p.  I) 

Weick  goes  on  to  say: 

An  Organization  does  what  it  does  because  of  plans,  intentional  selection  of 
means  .  .  .  and  some  of  this  is  accomplished  by  such  rationalized  procedures  as 
cost- benefit  analysis,  division  of  labor,  specified  areas  of  discretion,  authority 
invested  in  office,  job  descriptions  and  a  consistent  evaluation  and  reward 
system.  The  only  problem  with  this  portrait  is  that  it  is  rare  in  nature.  .  .  .  Parts 
of  some  organizations  arc  heavily  rationalized,  but  many  parts  also  prove 
intractable  to  analysis,  (p.  1) 

In  other  words,  some  parts  of  the  links  between  federal  policy  regarding 
sex  equity  and  classroom  practice  are  sequential,  deliberate,  orderiy,  rational 
pnocesses  carried  out  by  some  people.  Others  are  more  random.  We  shall  de- 
scribe some  of  the  rational  processes  at  the  regional,  state,  and  local  level  that  are 
designed  to  implement  sex  equity  as  depicted  in  table  2's  tiers. 

The  Federal-Regional  Relationship  in  Implementing 
Sex  Equity  in  Education  (Table  2,  Tier  B) 

In  the  United  States,  regional  or  multistate  governance  is  primarily  used  by 
the  federal  government  as  a  way  to  provide  services  and  technical  assistance  to 
geographical  sections  of  the  country.  The  U.S.  Departn^^nt  of  Education  has 
used  this  to  help  enforce  Title  IX  by  working  with  the  10  regional  offices  of  the 
Office  for  Civil  Rights,  by  supporting  12  Sex  Desegregation  Assistance  Centers 
(SDACs)  under  CRA IV,  and  by  funding  5  Equity  Demonstration  Projects  under 
WEEA  in  diverse  regions  of  the  country. 

The  SDACs  assist  school  districts  with  consulting  services  and  training  to 
ensure  students'  equal  educational  opportunities.  Examples  include  helping  ele- 
mentary and  secondary  school  educators  identify  and  eliminate  sex  bias  in  curric- 
ular  materials,  identifying  resource  materials  that  describe  ways  to  increase  the 
enrollment  of  giris  in  mathematics  and  science,  and  establishing  non- 
discriminatory employment  practices.  In  1982  the  centers  provided  service  to 
5,104,  or  less  than  one-third,  of  the  school  districts  in  the  United  States.  While 
each  SDAC  has  a  similar  charge,  there  are  differences  among  them  as  to  the 
kinds  of  assistance  and  training  offered.  Some  SDACs  work  closely  with  state 
departments  of  education  and  cosponsor  and  share  the  cost  of  activities.  In  other 
states  with  no  state  program  or  personnel  assigned  to  sex  equity  activities,  the 
SDACs  assume  all  the  burden  of  providing  resources  and  personnel  (Kaser, 
Sadker,  &  Sadker,  1983). 
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The  WEEAP  national  demonstration  projects  were  located  in  Massachu- 
setts, Arizona,  North  Carolina,  Oregon,  and  Florida.  They  were  designed  to 
show  how  school  districts  can  implement  sex  equity  at  all  grade  levels,  in  all 
subjects,  and  by  working  with  educational  personnel  ranging  from  custodial  staff 
and  bus  drivers  to  district  superintendents.  They  demonstrated  their  activities  to 
those  in  their  region  by  sponsoring  interns,  conducting  site  visits,  and  distribut- 
ing descriptions  of  their  programs  and  the  programs'  effects.  These  national 
demonstration  projects  ended  in  fall  1983  upon  completion  of  their  federal 
contracts. 

The  Role  of  Stoic  Agencies  in  the 
Institutionalization  of  Sex  Equity 

The  activity  of  states  in  regard  to  sex  equity  is  usually  consistent  with  past 
state  behavior  related  to  civil  rights  issues  and  the  state's  role  in  implementing 
federal  education  mandates.  If  a  state  has  been  active  in  implementing  Title  IX, 
this  is  probably  a  continuation  of  eariier  roles.  In  recent  years,  more  SEAs  have 
competed  for  and  received  federal  funds  (primarily  from  CRA IV  and  VEA),  and 
thus  have  become  more  viable  intermediary  agencies  in  promoting  sex  equity. 

State  agencies  differ  both  historically  and  currently  with  regard  to  their 
relationships  with  federal  and  local  agencies.  Some  agencies  have  a  history  of 
regulation  of  and/or  technical  assistance  to  local  education  agencies,  while  oth- 
ers have  emphasized  a  more  purely  administrative  role.  Some  state  education 
agencies  have  moved  voluntarily  to  monitor  local  compliance  with  federal  as 
well  as  state  requirements,  but  others  have  strongly  rejected  any  compliance 
monitoring  functions.  The  sex  equity  program  is  influenced  by  the  state  agency's 
general  definitions  of  its  role,  responsibility,  and  authority. 

No  single  pattern  of  relationships  between  federal,  state,  and  local  levels 
exists  today;  the  roles  of  each  level  with  regard  to  financing,  establishing  stan- 
dards, and  evaluating  programs  have  been  undergoing  redefinition.  It  is  in  this 
context  that  the  role  of  the  state  education  agency  in  the  achievement  of  sex 
equity  must  be  considered.  The  constraints  imposed  by  declining  funds  (and  the 
possible  removal  of  various  federal  regulations)  will  not  alter  the  obligations  of 
local  and  slate  education  agencies  to  ensure  the  civil  rights  of  all  students. 
Therefore,  the  role  of  stale  leadership  in  achieving  equitable  programs  for  girls 
and  boys  will  increase  in  both  significance  and  prominence.  Current  sex  equity 
programs  and  policies  at  the  state  level  provide  instructive  examples  of  the 
leadership  role  SEAs  can  exercise  on  educational  equity  issues. 

Approaches  range  from  comprehensive  state  legislation  prohibiting  sex 
discrimination  in  education  to  providing  technical  assistance  on  request  to  local 
school  districts.  While  most  states  have  at  least  a  general  sex  equity  policy 
statement  in  place,  some  have  passed  the  kind  of  detailed  policy  st-^  ements  and 
specific  guidelines  for  action  that  can  be  used  to  guide  decision  making  by 
personnel  at  the  state  education  agency.  The  dissemination  of  information  about 
these  policies  is  a  step  in  furthering  their  implementation.  The  more  people  that 
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arc  awarc  of  a  policy,  the  more  pressure  can  be  exerted  for  its  effective  imple- 
mentation. These  more  detailed  policy  statements  reflect  a  wide  range  of  regional 
and  organizational  differences  (Bailey,  1982). 

State  Sex  Equity  Legislation  and  Policies.  Strong  sex  equity  laws  and/or 
policies  can  be  considered  a  first  step  in  achieving  sex  equity.  Laws  in  Mas- 
sachusetts, Washington,  and  Alaska  represent  examples  of  state  legislation 
which  go  beyond  the  federal  Title  IX  statute,  especially  in  the  area  of  reducing 
sex  role  stereotyping.  These  laws  provide  a  strong  base  for  SEAs  to  influence  the 
institutionalization  of  sex  equity  in  districts  or  agencies  that  receive  state  support. 
In  Massachusetts,  Chapter  622,  passed  in  1972,  prohibits  discrimination  on  the 
basis  of  sex,  race,  color,  religion,  or  national  origin  in  any  public  school  in  the 
state.  The  implementing  regulation  establishes  standards  for  school  admissions, 
admission  to  courses  of  study,  guidance,  curricula,  extracurricular  activities, 
facilities,  and  local  compliance  procedures.  It  also  requires  "active  efforts"  by 
local  school  committees  to  establish  policirs,  regulations,  and  procedures  and  to 
implement  monitoring  and  evaluation  practices  that  promote  affirmative  action. 
Washington's  Chapter  28 A. 25,  passed  in  1972,  and  Alaska's  Chapter  17,  passed 
in  1981,  prohibit  sex  discrimination  in  employment,  admissions,  guidance,  cur- 
riculum, extracurricular  activities,  and  school  facilities. 

Nebraska  and  Minnesota  have  developed  procedural  policies  for  facilitat- 
ing civil  rights  compliance.  Nebraska's  1982  policy  focuses  on  procedural  safe- 
guards to  insure  redress  for  any  person  aggrieved  by  a  violation  of  the  act.  It  sets 
forth  a  detailed  complaint  procedu.;?  and  empowers  the  school  boa  d  to  take  any 
action  necessary,  including  the  award  of  compensatory  money  damages.  It 
places  responsibility  for  carrying  out  the  general  mandate  of  the  law  on  the  local 
school  districts,  in  contrast  to  the  Alaska  and  Washington  approaches  where 
responsibility  is  at  the  state  rather  than  the  local  level. 

Minnesota  statute  S 124. 15  direcis  school  districts  to  file  assurances  of 
compliance  with  state  and  federal  laws  prohibiting  discrimination  and  to  submit 
to  the  state  information  needed  to  indicate  compliance.  To  implement  this  statute 
and  the  subsequent  State  Board  of  Education  Rule,  the  Minnesota  Department  of 
Education  has  developed  MINCRIS  (the  Minnesota  Civil  Rights  Information 
System),  a  comprehensive  automated  system  of  civil  rights  data  collection,  stor- 
age, and  retrieval.  Data  collected  by  MINCRIS  are  used  to  ascertain  school 
districts'  compliance  with  state  and  federal  laws  prohibiting  discrimination,  for 
pre-grant  reviews,  to  investigate  complaints  filed  against  specific  districts,  and  to 
assess  the  nature  of  civil  rights  problems  in  Minnesota  schools.  In  addition  to 
providing  an  annual  data  base  for  the  stage's  public  schools,  the  system  generates 
information  that  fai:ilitates  the  SEA's  reporting  of  all  required  local  data  to 
federal  offices,  including  the  Office  for  Civil  Rights  and  the  Equal  Employment 
Opportunity  Commission,  and  provides  the  LEA  information  with  which  it  can 
evaluate  its  own  performance  and  make  necessary  improvements.  MINCRIS 
reflects  the  aSw.!mption  that  equity  has  measurable  components  and  that  accurate 
information  is  essential  to  maintaining  the  integrity  of  the  equity  determination 
process. 
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Other  states  have  enacted  more  narrowly  focused  legislation  or  state  board 
policy  directed  at  a  single  program  area.  Iowa's  1978  law  requiring  that  all 
program  areas  be  taught  from  a  multicultural  nonsexist  perspective  is  an  example 
of  this  approach.  A  long-range  plan  was  developed  that  recognized  that  sex  or 
cultural  stereotyping  may  exist  in  currently  used  instructional  materials.  In  such 
instances,  the  stereotyping  must  be  brought  to  the  attention  of  the  students  and 
supplementary  materials  used  to  offset  this  stereotyping.  Each  Iowa  district  must 
develop  a  written  plan  that  contains  (1)  goals  and  objectives  for  each  curriculum 
and  prpgram  area;  (2)  a  description  of  how  the  district  will  train  employees  over 
the  five-year  period;  (3)  evidence  of  input  in  the  development  of  the  plan  by  men 
and  women,  persons  of  diverse  racial  and  ethnic  groups,  and  disabled  persons; 
and  (4)  strategy  for  evaluating  the  implementation  of  the  plan.  By  the  fall  of 
1981,  430  of  the  433  school  districts  in  Iowa  had  filed  plans  for  integrating 
multicultural  nonsexist  concepts  into  their  educational  programs.  Additionally, 
405  districts  reported  that  inservice  training  sessions  were  planned  to  assist  staff 
in  using  the  new  multicultural  nonsexist  materials. 

States  have  also  worked  on  teacher  training  and  employment  issues. 
Oregon  focused  on  teacher  preparation  and  practice  and  since  1979  has  required 
that  all  educators  participate  in  a  workshop  on  nondiscrimination  for  teaching 
and  administrative  certification. 

In  New  York,  the  State  Department  of  Education  helps  local  education 
agencies  to  recruit  and  promote  women  in  professional  and  managerial  positions. 
The  department,  working  with  a  Statewide  Advisory  Council  and  local  education 
agencies,  has  been  operating  a  statewide  candidate  pool  and  administrative  job 
information  service,  the  Job  Network  Information  Service  (JNIS),  since  1978. 
Listings  of  administrative  job  openings  are  published  and  disseminated  bi- 
monthly to  chief  school  officers,  job  information  centers  in  the  state  library 
system,  SUNY  and  CUNY  college  placement  centers,  selected  women's  organi- 
zations, and  approximately  500  women  registered  in  the  candidate  pool.  The 
service  also  provides  a  mechanism  for  monitoring  administrative  hiring. 

SEA  Policies  for  Providing  Sex  Equity  Technical  Assistance  to  Local  Educa- 
tion Agencies  (LEAs),  Some  states  have  initiated  review  procedures  for  provid- 
ing technical  assistance  designed  to  help  local  districts  move  ahead  with  the 
development  of  sex-equitable  programs.  One  of  the  most  successful  efforts  has 
been  instituted  by  the  California  State  Department  of  Education's  Title  IX  As- 
sistance Office.  The  process,  called  Observation/Commentary/ Visitation  (OC  V), 
provides  an  intensive  diagnostic  assessment  that  enables  the  LEA  to  increase 
awareness  of  sex  equity  issues  and  to  ensure  its  compliance  with  Title  IX 
requirements.  OCV  has  been  particularly  successful  because  LEAs  request  the  on- 
site  visitation.  The  visitation  team  includes  skilled  observers,  drawn  from  the 
department  staff  and  a  consultant  pool  of  educators,  who  arc  trained  to  review  the 
policies,  practices,  and  programs  of  LEAs.  The  visit  is  a  means  of  obtaining  an 
accurate  assessment  of  the  status  of  equity  efforts  in  order  to  facilitate  the  LEA's 
planning  of  further  action. 
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Building  on  the  California  OCV  model,  the  Michigan  State  Department  of 
Education  has  developed  a  three-phase  on-site  needs  assessment  and  planning 
model  to  assist  LEAs  in  achieving  sex  equity.  Michigan's  On-Site  Needs  Assess- 
ment and  Long-Range  Planning  model  (LRP)  is  a  consultive  service  provided 
upon  request  to  determine  and  plan  for  a  school  district's  sex  equity  needs. 

Internal  Activities  Initiated  by  SEAs.  Examples  of  internal  SEA  sex  equity 
activities  are  less  easily  documented  because  they  do  not  fall  into  concise  program 
categories  as  easily  as  do  externally  oriented  activities.  However,  the  following 
initiatives  have  been  undertaken  in  one  or  more  states:  (1)  strengthened  policy  md 
procedural  guarantees  of  commitment  to  educational  equity,  including  the  devel- 
opment of  guidelines  for  distribution  of  block  grant  funds  involving  equity  issues; 

(2)  increased  activities  for  securing  external  financial  support  for  equity  activities, 
primarily  by  applying  for  CR A IV  funds;  (3)  heightened  cooperation  among  equity 
specialists  and,  in  some  cases,  a  visible  program  role  for  the  Title  IX  coordinator, 
and  effective  use  of  the  vocational  education  sex  equity  coordinator,  (4)  increased 
infusion  of  responsibilities  for  equity  issues  throughout  each  state  department 
bureau  or  division,  and  (5)  increased  outreach  involving  the  educational  skills  and 
contributions  of  equity  staff  to  others  both  inside  and  outside  the  agency,  such  as 
the  effective  relationship  between  equity  staff  in  the  Maryland  State  Department  of 
Education  and  the  Maryland  Women's  Commission  in  producing  annual  Wom- 
en's History  Week  curriculum  packages.  Formal  research  on  the  precise  effective- 
ness of  these  internal  and  external  SEA  strategies  or  budgets  is  not  available. 
However,  the  fact  that  these  activities  have  been  undertaken  is  evidence  of  both 
public  and  institutional  support  for  sex  equity  in  education.  This  support  is  perhaps 
the  most  crucial  variable  in  the  success  of  the  institutionalization  process. 

The  various  examples  of  SEAs  as  intermediary  intervention  units  are 
intended  to  support  the  theses  that  (1)  adoption  of  state  policy  with  specific 
direction  for  implementation  provides  positive  support  for  local  action,  while  not 
interfering  in  local  change  processes;  (2)  procedures  that  promote  the  expanded 
participation  of  underrepresented  groups  (for  example,  women  administrators  in 
New  York)  or  provide  direct  technical  assistance  that  facilitates  the  implementa- 
tion of  sex  equity  process  and  outcome  goals  can  actually  provide  a  direct  link 
between  federal  policy  and  local  practice  (for  example,  OCV  in  California);  and 

(3)  internal  initiatives  on  the  part  of  SEAs  demonstrate  a  commitment  to  provide 
civil  rights  guarantees  to  all  students. 

Relatively  little  is  known  about  the  amount  of  financial  or  other  personnel 
or  material  resources  that  states  contribute  to  these  and  related  sex  equity  efforts 
out  of  their  own  budgets,  or  how  they  use  federal  financial  assistance  from  CRA 
IV  state  grants  or  other  federal  programs  such  as  WEEA.  Most  of  what  is  known 
is  due  to  efforts  of  the  Council  of  Chief  State  School  Officers  Resource  Center  on 
Sex  Equity  (Bailey  &  Smith,  1982),  which  has  received  both  federal  and  private 
foundation  funds  for  work  with  state  departments  of  education  in  institutionalizing 
sex  equity.  The  Project  on  Equal  Educational  Rights  (PEER)  of  the  NOW  Legal 
Defense  and  Educational  Fund  (1982)  dcvelopetl  state-by-state  reports  on  key 
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indicators  of  Title  IX  compliance  such  as  vocational  education  enrollments, 
numbers  of  women  administrators,  and  athletic  participation. 

The  Role  of  Local  School  Districts  in  Institutionalizing 
Sex  Equity  (Table  2,  Tier  D) 

Much  less  general  information  is  known  about  our  16,000  school  districts' 
sex  equity  policies  or  implementation  activities  than  about  related  state  education 
agency  activities.  Most  of  what  we  know  is  about  those  relatively  few  local 
districts  that  have  taken  a  leadership  role  and  secured  external  funding  for  a  sex 
equity  project,  or  about  districts  in  states  that  have  systematically  collected  such 
information,  or  from  a  few  national  studies  of  Title  IX  coordinators  or  legal 
actions.  With  a  few  exceptions  such  as  the  WEEA  demonstration  contracts  and 
some  of  the  CRA  IV  local  education  agency  grants,  which  were  discontinued  in 
1982,  most  of  the  very  sparse  external  funding  was  for  the  development  of 
WEEA  products  for  specific  areas  of  sex  equity  rather  than  for  institutionalizing 
comprehensive  sex  equity  activities  in  the  entire  district.  The  funds  for  WEEA 
that  were  to  fund  local  sex  equity  implementation  activities  A^ere  not  appropri- 
ated. On  the  basis  of  unsystematic  and  limited  information,  we  suspect  that  most 
LEA  efforts  are  directed  at  complying  with  the  federal  and  state  civil  rights  laws 
that  prohibit  sex  discrimination  (on  threat  of  withdrawal  of  funding  or  certifica- 
tion). It  is  likely,  however,  that  the  few  LEA-initiated  policies  and  activities 
intended  to  increase  sex  equity  are  found  in  fairly  large  districts,  most  of  which 
received  some  external  funding  for  sex  equity  projects.  We  also  suspect  that  most 
conscious  sex  equity  activities  in  local  districts  are  fairly  narrow  as  far  as  content 
or  number  of  people  involved,  and  that  they  are  sporadic  and  unlikely  to  result  in 
comprehensive  institutionalization  of  sex  equity.  Examples  of  promising  LEA- 
oriented  sex  equity  policies  and  activities  include  Los  Angeles  County's  Infusion 
Process  Model,  which  is  designed  to  broaden  the  base  of  support  and  resulting 
activities  within  its  95  school  districts,  and  the  School  District  of  Philadelphia's 
Affi.TTiative  Action  and  Equal  Educational  Opportunity  Plan  (Council  of  the 
Chief  State  School  Officers,  1983). 

A  REVIEW  OF  THE  FINDINGS  FROM  STUDIES 

OF  THE  INSTITUTIONALIZATION  OF  SEX  EQUITY 

IN  EDUCATION 

This  section  will  describe  three  studies  that  have  examined  how  local  school 
districts  have  implemented  sex-equitable  practices.  The  first  is  a  federally  funded 
state  project,  the  California  Coalition  for  Sex  Equity  in  Education  (CCSEE).  The 
second  is  an  analysis  of  some  local  school  district  Title  IX  coordinators  as  they  are 
compared  to  state  vocational  education  sex  equity  coordinators.  The  third  is  of  the 
WEEA  demonstration  projects. 


SEX  EQUITY  IN  EDUCATION  AND  THE  ROLE  OF  GOVERNMENT     1 07 


Tke  California  Coalition  for  Sex  Equity  in  Education 
(CCSEE) 

CCSEr  illustrates  the  operations  o.'a  loosely  coupled  system  of  translating 
federal  policy  into  classroom  practice.  CCSEE  was  coalition  of  the  Sex  Desegre- 
gation Assistance  Center  for  Region  iX,  the  California  b';a(c  Department  of 
Education,  the  California  School  Boards  Association,  and  luz  Association  oi 
California  Administrators,  ii  was  funded  by  WEEA  in  1978. 

The  purpose  of  CCSEE  was  to  :est  a  power- based  strategy :  the  key  decision 
makers  and  staff  sex  equity  advocates  in  36  school  distric:s  were  identified  as  the 
major  path  by  which  to  infuse  sex  equity  issues  into  classrooms.  Through  the 
access  provided  by  these  key  authorities,  workshops,  seminars,  and  technical 
assistance  were  provided  to  the  school  districts  by  CCSEE. 

A  stratified  random  sample  of  36  California  school  districts  was  selected  to 
participate  and  was  assigned  to  a  control  or  an  experimental  group  (McDonald, 
1 981 ).  Twenty-three  experimental  group  districts  recei\  cd  the  services  of  CCSEE; 
the  1 3  control  group  districts  did  not.  A  pre-  and  post-test.  Institutional  Sex  Bias  (a 
measure  created  by  CCSEE),  was  given.  It  contained  a  Steps  of  Implementation 
Measure — an  interview  indicating  the  sequential  steps  a  district  would  take  to 
implement  sex  equity  concerns — and  a  Compliance  Measure — an  interview  to 
indicate  district  level  compliance  with  Title  IX. 

The  interviews  took  place  the  school  district  with  teams  of  district 
personnel  including  administrators,  unionized  and  nonunionized  teachers,  coun- 
selors, classified  staff,  students,  and  board  members.  For  33  of  the  36  districts 
the  Compliance  Measure  agreed  substantially  with  written  reports  on  district 
status,  data  from  observations  at  site  visits,  and  other  independent  data  sources 
about  the  district.  The  measures  on  the  sequence  of  steps  for  implementation, 
however,  provided  little  information;  not  one  of  the  scales  showed  any  observ- 
able sequential  pattern  of  district  implementation.  It  is  impossible  to  determine 
whether  the  fault  rests  in  the  scale  construction  of  the  instrument  or  whether  the 
change  processes  of  school  districts  are  as  helter-skelter  as  the  results  suggest. 
Thus,  only  the  Compliance  Measure  was  used  to  assess  the  effects  of  CCSEE's 
year-and-a-half  intervention. 

After  receiving  training  and  technical  assistance  from  CCSEE,  the  experi- 
mental group  scores  improved  to  indicate  statistically  significant  differences  in  the 
areas  "access  to  courses,"  "physical  education,"  and  "employment,"  and  in  the 
overall  total  score  on  Title  IX  compliance.  This  is  indicated  in  Table  3. 

The  lack  of  gains  in  "minimal  compliance"  perhaps  stems  from  the  fact  that 
most  districts  had  met  nearly  all  of  their  minimal  compliance  requirements,  such 
as  appointing  a  Title  IX  coordinator,  before  becoming  involved  in  the  project. 
They  had  little  room  to  improve  in  those  areas.  The  only  lack  of  improvement  in 
experimental  group  compliance  was  in  "non-academic  activities"  such  as  par- 
ticipation in  cocurricular  and  extracurricular  activities. 
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Table  3.   Mann-Whitney  U-Test  for  Differences  in  Gain  Scores  on  the  Title  IX 
Compliance  Measure  between  Experimental  and  Control  Groups  of  School  Districts 


Title  IX  Dimensions  Mean  Rank 


Control 

Experimental 

U 

Z 

2-Tailed 

iN  =  12) 

{N  =  21) 

p-Value 

Access  to  courses 

10.75 

20.57 

51.0 

-2.807 

.005* 

Non-academic  activities 

14.50 

18.43 

96.0 

-1.123 

,262 

Physical  education 

11.79 

19.98 

63.5 

-2.339 

.019* 

Athletics 

12.7:^ 

19.40 

75.5 

-1.890 

,059 

Employment 

11.92 

19.90 

65.0 

-2.283 

,022* 

Minimal  compliance 

13.79 

18.83 

87.5 

-1.451 

.147 

Total  score 

(all  dimensions) 

10.83 

20.52 

52.0 

-2.769 

.006* 

Was  the  training  related  to  district  gains?  Further  analysis  tested  the  rela- 
tionship between  the  specific  CCSEE  services  provided  to  districts  and  their 
specific  areas  of  score  gains  in  Title  IX  compliance.  Indeed,  there  was  a  striking 
correspondence.  Except  in  the  areas  of  "non-academic  activities"  and  "em- 
ployment," districts  gained  in  the  same  dimensions  of  Title  IX  that  the  CCSEE 
intervention  had  addressed. 

Were  some  strategics  to  help  the  LEAs  institutionalize  sex  equity  more 
effective  than  others?  A  comparison  showed  little  difference  among  strategies 
ranging  from  inservice  teacher  training  to  the  dissemination  of  sex  equity  informa- 
tion. The  notable  exception,  however,  was  the  "resource  linkage/networking" 
strategy — an  approach  that  clearly  emerged  from  the  pack  and  demonstrated 
greater  effectiveness. 

What  difference  did  experience  make?  It  appears  that  districts  reached  a 
threshold,  and  additional  services  to  aid  compliance  yielded  diminishing  returns. 

Which  districts  maac  the  most  gains?  A  composite  sketch  of  the  "high- 
impact**  districts  (that  is,  the  districts  that  tended  to  make  the  greatest  strides 
toward  Title  IX  compliance)  yielded  some  differences:  high-impact  districts  were 
(1)  elementary  school  districts,  (2)  smaller  districts  (in  terms  of  number  of 
schools,  number  of  employees,  and  average  daily  attendance),  (3)  non-metro- 
politan districts,  and  (4)  districts  that  had  not  had  any  prior  contact  with  proequity 
training  and  technical  assistance  programs.  With  regard  to  organizational  features, 
high-impact  districts  (I)  had  designated  the  superintendent  or  the  assistant  super- 
intendent to  be  the  liaison  to  CCSEE,  (2)  had  Title  IX  coordinators  with  flexible 
time  commitments,  (3)  had  relatively  little  fiscal  trauma,  (4)  were  marked  by 
flexibility  rathsr  than  by  cumbersome  bureaucracy  and  red  tape,  and  (5)  had 
teaching  staff  with  good  overall  morale. 

But  what  happened  in  those  districts  after  the  CCSEE  team  withdrew? 
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Because  CCSEE  was  disbanded,  the  Region  IX  Sex  Desegregation  Assistance 
Center  used  a  telephone  survey  to  contact  the  experimental  districts  to  assess  the 
impact  of  their  Title  IX  reforms  since  December  1979  (McDonald,  1982),  Despite 
some  flaws  in  the  sample,  the  telephone  interview  suggested  a  portrait  of  stability. 
For  the  most  part,  equity  reforms  implemented  during  participation  in  the  project 
remained  in  place.  Nearly  all  reportinfj  districts  had  maintained  the  programmatic 
changes  initiated  with  CCSEE.  Districts  with  new  initiatives  often  were  complet- 
ing work  already  begun  and  planned  (but  not  yet  implemented)  in  January  1 980,  as 
seen  in  table  4. 

In  January  1980  three  districts  reported  that  enrollment  sex  ratios  had 
changed;  however,  only  one  district  continued  monitoring  after  that  time.  Course 
enrollments  showed  an  8%  increase  of  boys  in  cooking  classes,  but  a  2%  decline 
of  girls  in  auto  shop. 

Title  IX  and  Sex  Equity  Coordinators: 
A  Role  Comparison 

The  creation  of  a  position  with  sex  equity  responsibilities  in  public  schools, 
postsecondary  institutions,  and  state  education  agencies  is  a  key  component  of 
federal  legislation  to  achieve  sex  equity  in  education.  In  this  section  we  will 
review  the  evidence  comparing  the  roles  of  Title  IX  coordinators  in  school 
districts  and  postsecondary  institutions  and  the  sex  equity  coordinators  in  state 
departments  required  under  the  1976  amendments  to  the  Vocational  Education 
Act. 

The  data  reported  here  include  the  reports  of  single  state  and  regional 
surveys  conducted  between  1978  and  1982.  The  reported  survey  data  indicate 
differences  in  effectiveness  of  the  roles  in  three  different  arenas;  clarity  of  role 
assignment,  personal  role  orientation,  and  organizational  arrangements.  Each  one 
of  these  will  be  discussed. 

Clarity  and  Specificity  of  the  Role  Assignment  in  the  Laws,  Montjoy  and 
OTooIc  (1979)  indicate  that  policy  implementation  is  directly  related  to  both  the 
clarity  and  specificity  of  the  legal  description  of  expected  activities  and  the 
availability  of  new  resources.  Their  model  explains  many  of  the  differences 
between  the  impact  of  Title  IX  coordinators  in  school  districts  and  postsecondary 
institutions  and  the  vocational  education  sex  equity  coordinators  at  the  state 
department  level. 

Title  IX  requires  that  organizations  designate  an  individual  with  coordina- 
tion responsibilities,  but  the  law  requires  no  specific  activities  and  provides  no 
funds  to  support  the  Title  IX  coordinator  position.  In  contrast,  the  1976  amend- 
ments to  the  Vocational  Education  Act  delineate  ten  specific  areas  of  sex  equity 
coordinator  responsibility  and  allocate  funds  to  support  sex  equity  activities  in 
vocational  education  in  state  education  agencies. 

As  would  be  predicted  from  the  Montjoy  and  C'Toole  model,  the  Title  IX 
coordinator,  lacking  both  job  description  and  new  resources,  has  limited  poten- 
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Table  4»    Program  Maintenance  by  Area  of  Prior  Emphasis  with  Reporting  Distriets 


Emphasis 

IVldlllUIIIILU 

(%) 

IxCUUCCU 
(%) 

Extended 
(%) 

N 

Access  to  courses 

89 

11 

0 

9 

Access  to  non^aeadeniie  activities 

75 

17 

8 

12 

Physical  education 

100 

0 

0 

8 

Athletics 

91 

9 

0 

11 

Employment 

86 

7 

7 

14 

tial  to  change  organizational  routines.  However,  the  state  vocational  education 
sex  equity  coordinator,  with  ?  specific  and  extensive  list  of  responsibilities  and 
funding  to  implement  them,  has  greater  potential  to  change  organizational  pol- 
icies, procedures,  and  practices.  The  research  evidence  summarized  below 
shows  that  the  majority  of  Title  IX  coordinators  have  had  a  minimal  effect  on 
school  districts,  although  under  special  conditions  a  few  have  had  greater  impact. 
Conversely,  the  state-level  vocational  education  sex  equity  coordinators  have 
undertaken  a  wide  range  of  activities  directed  at  changing  their  own  and  other 
educational  organizations. 

In  four  single-state  surveys  of  district  Title  IX  coordinators  (Garcia,  1979; 
Norton,  1977;  "Title  IX  Action,"  1978;Turetzky,  1979),  most  districts  appointed 
Title  IX  coordinators,  although  the  speed  of  their  appointment  varied.  Typically, 
districts  did  not  consider  the  responsibility  extensive  enough  to  require  a  full-time 
position,  a  job  description,  or  resources.  Garcia  (1979)  reported  that  the  majority 
of  Title  IX  coordinators  spent  less  than  half  a  day  a  month  on  Title  IX  respon- 
sibilities, and  about  28%  had  never  attended  a  workshop  on  Title  IX. 

The  lack  of  time  reserved  for  Title  IX  coordinators  ^as  also  noted  by  two 
multistate  surveys.  Miller  and  Associates  (1978)  and  Hill  and  Rettig  (1980) 
found  the  Title  IX  coordinator  role  to  be  a  set  of  tasks  addc  j  on  to  already 
existing  assignments.  Only  in  the  largest  districts,  where  Title  IX  duties  could  be 
assigned  along  with  other  civil  rights  responsibilities,  did  coordinators  spend  as 
much  as  one-fourth  of  their  time  on  Title  IX. 

The  surveys  provided  little  information  about  activities  or  Title  IX  coordi- 
nator effectiveness.  Garcia  (1979)  reported  some  correlation  of  gender  and  posi- 
tion with  level  of  activity  in  the  role;  Title  IX  coordinators  located  in  the  central 
office  were  more  likely  to  be  active  than  those  with  responsibilities  in  individual 
schools,  and  women  were  more  likely  than  men  to  receive  grievances  and  believe 
such  grievances  should  be  handled  through  formal  channels. 

At  the  postsecondary  level.  Hill  and  Rettig  (1980)  examined  the  Title  :X 
role  in  12  institutions  ranging  in  size  from  1,300  to  30,000  students.  Four 
schools  were  private,  two  were  community  colleges,  one  a  four-year  college,  and 
others  were  institutions  with  graduate  programs.  In  all  cases  Title  IX  respon- 
sibilities were  added  to  a  larger  set  of  duties. 
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Vocational  education  sex  equity  coordinators  were  studied  by  Beuke, 
Lucas,  Brigham,  Click,  and  Breen  (1980)  and  Glick  (1981,  1982).  While  this 
body  of  evidence  is  less  extensive  than  that  on  Title  IX  coordinators,  the  specific 
responsibilities  assigned  led  to  more  extensive  work  and  time  spent  on  coordinat- 
ing activities  as  compared  to  district  or  postsecondary  Title  IX  coordinators. 
Glick  (1981 ,  1982)  examined  state  and  federal  documents  and  interviewed  voca- 
tional education  sex  equity  coordinators  in  15  states.  Every  state  in  her  sample 
had  appointed  a  coordinator  by  the  required  year  of  1978,  and  all  coordinators 
were  attempting  to  conduct  activities  under  the  10  functions  prescribed  in  the  job 
description.  All  coordinators  interviewed  reported  that  the  explicitness  of  their 
functions  was  instrumental  in  enabling  them  to  carry  out  the  objectives  of  the 
legislation;  this  explicitness  provided  guidelines  for  their  own  work  and  was  an 
important  key  in  gaining  the  cooperation  of  others  in  their  agencies. 

The  Individual  Title  IX  or  Vocational  Education  Sex  Equity  Coordinator's 
Role  Orientation.  While  the  specificity  of  the  job  assignment  is  a  crucial 
variable  in  determining  the  level  of  organizational  support,  there  is  variation 
among  Title  IX  and  vocational  education  sex  equity  coordinators,  depending  on 
the  person's  orientation  to  the  job.  Some  Title  IX  coordina:*yfS  with  less  authority 
and  less  role  specificity  than  vocational  education  sex  equity  coordinators  manage 
to  initiate  more  changes  in  schools.  It  depends  in  part  on  how  individuals  define 
and  create  their  role.  Three  orientations  to  the  role  have  been  described:  the 
"apologist"  is  the  defender  of  the  institution  buffering  the  organization  from 
external  pressure,  the  "administrator"  stresses  organizational  cr  ice  with  the 
law*s  formal  requirements,  and  the  "advocate"  assumes  ac  ."ship  in  the 

change  process  (Hill  &  Rettig,  1980).  One  sample  of  12  schv  ,  — .-itricts  showed 
the  administrator  orientation  to  be  the  most  common  (Hill  &  Rettig,  1980).  Hill 
and  Rettig  went  on  to  show  the  relationship  between  district  activities;  and  the  Title 
IX  coordinator's  role  orientation.  Where  coordinators  were  apologists,  district 
responses  were  "weak"  and  the  self-evaluation  and  grievance  procedures  were 
"meaningless."  Where  the  coordinators  served  as  administrators,  the  self-evalua- 
tions were  conducted  but  then  ignored  while  the  district's  grievance  procedures 
were  bypassed.  Where  the  coordinators  were  advocates,  centrally  planned  change 
efforts,  commonly  using  technical  assistance  and  training  strategies,  were  evi- 
dent, and  the  coordinator  was  the  key  to  change. 

Ill  a  study  of  seven  school  districts,  Adkison  (1982)  found  three  coordi- 
nators with  administrator,  and  four  coordinators  with  advocate,  orientations.  The 
administrators  had  no  job  descriptions  and  no  resources  earmarked  for  Title  IX, 
and  spent  little  time  on  compliance  activities.  No  inservice  iraining  or  other 
efforts  to  inform  teachers  about  sex  equity  had  occurred.  In  contrast,  the  four 
advocates  actively  directed  change  efforts.  They  expressed  commitment  to  the 
spirit  of  Title  IX  and  promoted  changes  in  curriculun^'  and  teacher  behavior  by 
offering  many  district  activities.  They  had  clarified  their  roles  and  obtained  some 
district  resources. 

Adkison  identified  two  factors  that  distinguished  advocates  from  admin- 
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istrators.  First,  they  were  entrepreneurs;  they  expanded  the  resources  of  their 
office  by  expanding  staff,  providing  additional  training  activities,  and  purchasing 
materials.  They  also  used  the  services  available  from  state  educational  agencies 
and  the  SDACs  to  supplement  their  district's  resources.  Second,  they  partici- 
pated in  stale  and  national  networks  of  equity  professionals  and  advocates. 
Interaction  with  local,  regional,  and  national  experts  shaped  their  understanding 
of  Title  IX  and  educational  equity. 

When  compared  with  Title  IX  coordinators  in  public  school  districts.  Title 
IX  coordinators  in  higher  education  tend  to  be  advocates  (Hill  &  Rettig,  1980). 
They  are  more  likely  to  be  employed  full-time  as  a  civil  rights  or  equity  specialist 
and  to  have  a  professional  role  orientation  as  a  civil  rights  or  equity  specialist. 
Many  take  part  in  informal  and  formal  organizations  of  affirmative  action/equal 
opportunity  officers  in  higher  education.  Some  may  even  plan  careers  in  this 
field.  In  contrast.  Hill  and  Rettig  showed  that  Title  IX  coordinators  in  school 
districts,  even  those  holding  a  complex  of  civil  rights  responsibilities,  are  likely 
to  have  risen  from  the  ranks  of  their  organization  and  intend  to  move  from  the 
equity-related  position  to  another  administrative  position.  They  are  professional 
school  administrators  rather  than  equity  professionals.  The  impact  of  this  pattern 
on  the  institutionalization  of  sex  equity  has  not  been  examined. 

Ahhough  the  apologist/administrator/advocate  typology  has  not  been  ap- 
plied to  the  state  vocational  education  sex  equity  coordinators,  Click's  descrip- 
tion of  their  role  would  indicate  most  would  fall  into  the  advocate  role  orienta- 
tion. The  difference  between  the  more  and  less  successful  advocate,  however, 
seems  to  be  related  to  other  factors  within  the  organizational  structure. 

Organizational  Factors,  Access  to  authority  and  to  -esources  seems  to  be 
a  most  critical  factor  in  role  effectiveness.  Among  the  state  vocational  education 
sex  equity  coordinators,  "insider"  status  was  often  noted  as  a  central  factor  in 
identifying  and  channeling  resources  to  sex  equity.  Insider  status  and  access  to  the 
state  vocational  education  director  appear  related.  "Outsiders"  tended  to  be  out  of 
the  purview  of  the  vocational  education  division  and  further  removed  from  the 
authority  of  the  director.  In  addition,  the  states  that  spent  the  highest  percentage  of 
the  set-aside  funds  were  those  in  which  coordinators  were  hired  early,  came  from 
within  the  agency,  and  remained  in  the  positions  continuously.  Click  also  found 
that  the  organizational  arrangements  and  the  level  of  expenditure  for  the  sex  equity 
coordik.ators  affected  the  comprehensiveness  of  the  state  vocational  education 
plans.  For  FY  1979,  the  states  that  submitted  the  most  comprehensive  overall 
plans  were  those  that  provided  comparatively  high  levels  of  financial  and  organi- 
zational support  for  the  coordinator  and  kept  the  same  coordinator  throughout  the 
period. 

Whereas  in  the  state  vocational  education  sex  equity  coordinator's  role 
such  organizational  arrangements  were  made  easier  by  the  specificity  of  the  job 
and  the  additional  resources,  it  is  also  clear  that  the  most  effective  Title  IX 
coordinators  in  school  districts  or  postsecondary  institutions  were  advocates 
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who,  through  their  own  entrepreneurship,  created  access  to  authority  and  gar- 
nered funds  for  their  equity  purposes. 

Preliminary  Findings  of  the  WEEA  National 
Demonstration  Projects 

The  five  LEA-based  demonstration  projects  discussed  previously  were 
designed  to- institutionalize  sex  equity  in  a  comprehensive  fashion  on  a  district- 
wide  K-12  basis.  The  three-year  project  implementation  phase  began  in  the  fall 
of  19?0,  following  a  one-year  needs  assessment  and  planning  phase  at  each  site. 
The  findings  discussed  here  represent  only  the  first  and  second  implementation 
year  outcomes  (Hergert,  1983;  Hutchison,  1983;  Schubert,  1981,  1983a, 


Like  the  effective  Title  IX  coordinators,  state  sex  equity  coordinators,  and 
high-impact  school  districts  in  California,  there  was  an  administrative  commit- 
ment to  educational  equity  at  each  c!*^.  In  addition  to  a  full-time  project  coordi- 
nator in  the  district  office,  equity  advocates  were  placed  in  levels  of  the  district 
hierarchy,  teacher  associations,  and  district  committees.  Each  of  the  demonstra- 
tion projects  developed  community  involvement  activities  and  had  access  to  the 
full  range  of  WEEA  ^nd  other  sex  equity  products  in  inservice  training,  career 
education,  physical  education,  counseling,  and  early  childhood  education  as  well 
as  in  content  areas  such  as  math,  science,  history,  and  language  arts.  Thus,  these 
five  demonstrations  were  uniquely  advantaged  in  having  clear  authority  and 
commitment,  a  budget,  and  a  full  array  of  resources.  Evaluations  at  these  demon- 
stration sites  addressed  questions  regarding  (1)  the  use,  availability,  and  adoption 
of  materials  with  an  equity  focus;  (2)  the  training  required  for  classroom  teachers 
to  use,  adapt,  and  develop  sex/ race-fair  classroom  practices;  (3)  the  impact  on 
students;  and  (4)  the  overall  effectiveness  of  the  demonstration  model  in  helping 
other  educators  to  learn  about  and  implement  sex  equity  in  their  own  districts. 

Use  of  Sex  Equity  Materials,  Each  of  the  five  sites  independently  reached 
similar  conclusions  about  the  value  of  individual  sex  equity  resources  for  class- 
room implementation.  In  general,  they  found  that  (1)  plenty  of  resources  were 
available,  and  except  for  audio-visual  materials,  they  were  relatively  inexpensive; 
(2)  the  extent  to  which  the  resources  were  ready  to  use  was  highly  variable;  (3) 
self-contained  curriculum  packages  were  seldom  adopted  intact  by  teachers  or 
teacher  trainers — the  tendency  was  to  pick  those  items  or  portions  that  fit  into  an 
existing  curriculum  plan;  (4)  resources  that  contain '  ^sons  or  activities  with  stated 
objectives  for  students  and  well-organized  plans  were  very  popular  because  they 
minimized  teacher  preparation;  and  (5)  fewer  resources  were  available  for  early 
childhood  educators  than  for  faculty  responsible  for  upper  primary  and  secondary 
students. 

Once  faculty  reviewed  and  selected  gender-fair  and  gender-affirmative 
materials  and  learned  where  and  how  to  obtain  them,  they  used  and  infused  the 
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materials  in  three  ways:  (1)  adapting  lessons  or  activities  as  is;  (2)  expanding  or 
developing  an  idea  found  in  a  resource;  and  (3)  going  beyond  the  resource  by 
developing  their  own  ideas  or  altering  a  traditional  practice  or  procedure.  Ex- 
panding an  idea  or  developing  a  spinoff  activity  was  required  often  because  of 
special  class  needs.  It  was  also  common  to  find  teachers  of  one  grade  level 
adapting  an  idea  initially  designed  for  another  grade  level. 

Involvement  of  Professional  Educators  and  Community  Members.  A  cru- 
cial element  in  any  change  project  is  to  get  the  support  of  the  people  responsible  for 
the  desired  actions.  All  the  demonstration  projects  started  by  working  with  school 
administrators  and  faculty  with  the  most  favorable  attitudes  toward  equity.  Al- 
though their  initial  charge  was  to  work  with  nonprofessional  as  well  as  profes- 
sional school  staff,  all  sites  gave  highest  priority  to  training  classroom  teachers.  A 
cadre  of  educators  committed  to  sex  equity,  capable  of  identifying  discriminatory 
practices,  and  knowledgeable  about  procedures  aimed  toward  reducing  sexism  in 
schools  guided  the  training  and  inservice  programs  at  each  site.  They  generally  did 
this  by  working  in  schools  most  favorable  to  goals  of  making  sex  equity  an  integral 
part  of  instructional  strategies,  classroom  organization,  recreational  activities,  and 
other  aspects  of  school  life.  Additionally,  all  project  directors  believed  that  parent 
and  community  involvement  was  important  and  reached  out  to  this  generally 
supportive  constituency  by  conducting  presentations,  publicizing  the  project 
through  local  media,  and  seeking  advice  and  help  from  them. 

Approximately  250  professional  educators  received  inservice  training 
through  the  demonstration  projects.  The  nature  and  type  of  the  inservice  experi- 
ence varied  by  site:  the  range  of  offerings  included  presentations  by  prominent 
sex  equity  specialists,  workshops  and  seminars  that  covered  topics  such  as  class- 
room interaction  or  bias  in  textbooks,  classes  for  which  faculty  received  credit 
toward  certification  or  met  specified  state  requirements  (for  example,  learning 
about  Title  IX);  and  conferences  away  from  the  district  at  which  educators 
received  intense,  specialized  sex  equity  training. 

During  the  first  implementation  year,  much  of  the  inservice  activity  was 
directed  toward  increasing  faculty  awareness.  The  next  level  of  development  was 
to  build  skills  in  compensating  for  existing  bias  and  in  converting  awareness  of 
stereotyping  to  actions  that  led  to  more  equitable  opportunities  for  students. 

While  each  site  had  a  project  coordinator  to  initiate  activities,  there  were 
also  many  examples  of  faculty-initiated  events  designed  to  inform  colleagues  and 
students  about  the  principles  of  equity.  At  one  site,  faculty  increased  their  col- 
league-;' use  of  the  equity  resources.  At  another  site,  one  physical  education 
teacher  offered  a  workshop  to  introduce  teachers  from  all  over  the  district  to 
recreational  activities  in  which  both  males  and  females  could  comfortably  partici- 
pate. At  yet  another  site  thrc^  teachers  conducted  inservice  programs  and  pro- 
grams for  student  teachers  enrciled  at  the  local  university.  A  promising  indicator 
of  teacher  commitment  is  a  handbook  of  equity-based  activities  for  eariy  child- 
hood education  written  by  three  kindergarten  teachers  who  identified  a  gap  in  the 
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resources  and  did  something  about  it.  At  another  site,  community  members 
created  a  Women's  History  Week  celebration. 

Three  sites  administered  Hawley's  Attitude  toward  Sex  Role  Scales,  a 
measure  of  faculty  attitudes  toward  equity,  and  found  no  significant  differences 
between  project  and  nonproject  teachers.  However,  differences  favoring  in- 
creased awareness  of  the  need  for  equity  and  actual  changes  in  the  behavior  of 
teachers  who  participated  in  the  demonstration  projects  were  documented  by 
classroom  and  workshop  observations,  teacher  interviews,  and  reports  of  special 
faculty  projects. 

Impact  on  Students.  Has  the  use  of  special  sex  equity  materials  and  staff 
involvement  activities  had  any  measurable  effect  on  students?  From  classroom 
observations,  interviews,  reviews  of  the  resources,  weekly  staff  reports,  partici- 
pant evaluations  of  project  events,  and  critical  incidents  it  would  seem  that  the 
answer  is  yes,  particularly  for  elementary  school  students.  All  five  projects 
administered  all  or  part  of  the  V/ho  Should  test  developed  by  Project  Equality  to  a 
selected  sample  of  elementary  students.  Students  in  project  schools  "consistently 
displayed  less  stereotypic  attitudes  toward  male  and  female  roles  and  showed 
significant  growth  in  equity  over  the  school  year  as  compared  with  their  counter- 
parts in  nonproject  schools"  (Hutchison,  1983).  At  two  sites,  students  with 
teachers  who  were  active  in  the  projects  scored  higher  than  those  whose  teachers 
were  less  involved.  Students  of  less  involved  teachers  had  scores  similar  to  those 
of  control  students.  At  one  site,  among  students  in  grades  3-6,  the  post-test  data 
revealed  that  the  proportion  of  nonproject  students  who  scored  stereotyped  re- 
sponses was  nearly  twice  as  large  as  the  scores  of  the  project  students. 

Some  sites  found  that  female  students  had  less  tendency  to  stereotype  than 
male  students.  One  site  found  that  some  of  the  male  students  in  project  schools 
became  more  polarized  in  their  attitudes  toward  nontraditional  careers  on  the 
Your  Opinion  questionnaire  when  they  were  post-tested  and  that  male  students 
became  three  times  more  negative  in  their  responses  to  the  Secondary  Student 
Questionnaire  than  did  the  female  students,  who  remained  neutral. 

Among  the  secondary  students,  data  in  advanced  math  and  science  courses 
at  one  site  showed  substantially  increased  enrollments  of  females  in  advanced 
biology,  physics,  trigonometry,  and  calculus.  At  the  same  site,  enrollments  in 
introductory  vocational  education  classes  indicated  that  females  comprised  46% 
of  students  in  a  manufacturing/ construction  class,  which  represents  a  gain  of  35% 
over  the  previous  year.  In  the  high  school  course  in  Fundamentals  of  Agriculture, 
54%  of  the  students  were  female,  compared  with  10%  the  previous  year. 

The  experience  at  the  demonstration  sites  has  been  very  encouraging. 
There  are  signs  of  progress  toward  equity  as  an  integral  part  of  school  life.  The 
demonstration  projects  have  not  reached  their  long-term  goal  of  gender-fair 
environment;  they  cannot  hope  to  remove  all  the  inequities  in  an  education 
system.  However,  these  projects  are  another  part  of  the  solution  in  implementing 
the  chain  of  events  linking  federal  policy  to  classroom  practice. 
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STRATEGIES  LINKING  POLICY 
TO  IMPLEMENTATION 

In  the  previous  sections,  we  outlined  the  key  roles  of  various  levels  of 
government  in  making  and  implementing  sex  equity  policies  in  education.  In  this 
section  we  shall  illustrate  the  various  strategies  employed  by  educational  agen- 
cies which  are  designed  to  achieve  sex  equity  in  education.  Each  of  these  strat- 
egies may  be  employed  by  any  one  of  the  tiers  of  government. 

Compliance.  The  U.S.  Congress  (which  enacts  laws),  the  U.S.  Depart- 
ment of  Education,  particularly  the  Office  for  Civil  Rights  (which  develops  and 
enforces  regulations),  state  legislatures  (which  enact  state  laws),  state  depart- 
ments of  education  (which  develop  and  enforce  these  regulations),  and  local 
education  agencies  are  the  primary  actors  in  compliance  functions.  These  are  the 
educational  agencies  with  governmental  authority  to  proclaim,  "Thou  shalt"  or 
"Thou  shah  not."  Lack  of  school  district  or  personal  compliance  may  result  in 
loss  of  federal  funds,  state  funds,  state  accreditation,  or  teacher  certification. 
Enforcement  may  include  legal  actions  and  complaint  or  grievance  procedures. 

Monitoring  and  Evaluation  for  Compliance.  This  is  the  responsibility  of 
the  enforcement  and  related  advisory  agencies  such  as  the  U.S.  Department  of 
Education,  the  U.S.  Commission  on  Civil  Rights,  state  departments  of  education, 
and  local  school  districts.  Self-evaluations  were  initially  required  by  Title  IX,  and 
a  study  by  Hill  and  Rettig  (1980)  recommends  that  self-evaluations  with  firm 
deadlines  be  widely  published  and  renewed  regularly,  and  that  they  include 
suggestions  from  all  interested  groups — students,  faculty,  staff,  and  community. 
The  report  also  suggests  ways  to  increase  the  use  of  the  self-evaluation  form  in  the 
daily  running  of  a  school  system.  Monitoring  and  evaluation  functions  are  also 
used  by  agencies  or  citizens  as  a  watch-dog  strategy  to  assure  compliance  or 
evaluate  progress.  The  Minnesota  Civil  Rights  Information  System  and  the 
California  and  Michigan  site  visit  models  provide  good  examples. 

Information  Dissemination.  This  is  primarily  supported  at  the  federal 
level  by  WEEA  through  the  Women's  Educational  Equity  Act  Publishing  Center 
at  the  Education  Development  Center;  the  CRA IV  regional  SDACS;  and  the  NIE- 
supported  ERIC  System,  particularly  the  Social  Studies  Clearinghouse  in  Boul- 
der, Colorado.  Previously,  WEEA  supported  the  development  of  the  Women's 
Educational  Equity  Communications  Network  in  San  Francisco.  State  and  local 
education  agencies  often  provide  and  disseminate  information  such  as  teacher 
packets,  newsletters,  and  curricular  materials.  Private  publishers  such  as  the 
Feminist  Press  and  professional  and  women's  advocacy  organizations  also  dis- 
seminate information  on  sex  equity  issues  and  activities. 

Technical  Assistance.  This  includes  a  multitude  of  direct  services  to 
educational  agencies,  schools,  and  individuals  to  help  them  provide  equal  educa- 
tional opportunities  to  students.  Services  may  include  clarifying  grievances, 
providing  legal  updates  and  interpretations,  on-site  visitations,  finding  resources, 
consuhing,  providing  information,  devising  new  organizational  procedures,  eval- 
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uating,  and  advising.  Technical  assistance  is  the  primary  mission  of  the  SDACs, 
state  departments  of  education,  and  some  intermediate  education  agencies  that 
serve  multiple  LEAs  within  states,  as  well  as  the  LEAs  themselves.  Certain 
WEEA  grants  also  provide  some  direct  assistance.  Certainly,  universities  and  the 
private  sector  of  consultants  and  nonprofit  agencies  with  expertise  in  equity  issues 
and  Title  IX  and  sex  equity  coordinators  are  also  sources  of  technical  assistance. 

Training.  Training  comprises  specifically  designed  workshops,  con- 
ferences, or  meetings  for  the  purpose  of  increasing  the  awareness,  information, 
and  skill  of  educational  personnel  and  community  members.  The  content  of  sex 
equity  training  may  encompass  issues  such  as  hiring  practices,  recognizing  bias  in 
curriculum  materials,  decreasing  bias  in  teacher-student  interactions,  or  creating 
new  organizational  structures.  Training  is  provided  by  the  SDACs,  some  SEAs, 
Title  IX  and  vocational  education  sex  equity  coordinators,  universities,  and 
private  consultants  or  professional  organizations.  The  greater  part  of  the  WEEA- 
and  many  of  the  VEA-sponsored  materials  are  designed  to  be  used  in  training 
educators  to  implement  equity  in  their  schools.  The  people  trained  may  include 
different  cross-sections  of  educational  personnel:  personnel  in  a  school  building, 
content  specialists  from  a  district,  or  representatives  from  several  districts,  as  well 
as  community  members. 

Working  through  the  Leaders.  This  is  a  "power-based"  strategy.  Much 
of  the  research  in  the  equity  implementation  and  change  literature  suggests  that  it 
is  important  to  have  the  support  of  administrative  leaders.  This  finding  was 
supported  by  evidence  that  the  sex  equity  compliance  gains  resulting  from  the 
CCSEE  project  that  used  a  power-based  model  were  maintained  after  the  official 
project  activities  stopped.  It  was  also  judged  important  by  those  involved  with 
the  WEEA  demonstration  projects  and  by  the  Hill  and  Rettig  (1981)  study  of 
civil  rights  guarantees.  The  demonstration  projects  also  found  that  change  could 
be  institutionalized  even  if  the  educational  leader  was  fairly  neutral,  if  others  in 
the  hierarchy  cared  about  equity  anil  knew  what  to  do.  Other  projects  have 
focused  some  attention  on  working  with  school  board  members  or  leaders  outside 
the  official  educational  hierarchy. 

Development  and  Replication,  These  functions  are  usually  provided 
through  federal  grants.  The  WEEA  program  is  the  primary  sponsor  of  the  devel- 
opment of  over  200  sex  equity  products  and  model  programs  that  are  designed 
for  use  in  multiple  settings.  The  use  and  effectiveness  of  many  of  these  are 
discussed  in  subsequent  chapters  and  in  evaluations  of  the  WEEA  program 
(National  Advisory  Council  on  Women's  Educational  Programs,  1981). 

Coalition  Formation  and  Networking.  The  formation  of  coalitions  of 
groups  and  networks  of  individuals  concerned  with  sex  equity  in  education  has 
been  a  popular  and  promising  strategy.  A  few  of  these  activities,  such  as  CCSEE 
and  some  minority  women's  networking  projects,  arc  supported  by  the  WEEA 
program.  Others,  such  as  the  Project  on  the  Education  and  Status  of  Women  at 
the  American  Association  of  Colleges  in  Washington,  D.C.,  receive  some  foun- 
dation support.  Most  of  these  groups,  such  as  the  National  Coalition  of  Women 
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and  Girls  in  Education  and  the  National  Coalition  for  Sex  Equity  in  Education, 
are  primarily  dependent  on  the  voluntary  contributions  of  member  organizations 
and  individuals.  Their  activities  and  concerns  typically  focus  on  promoting  sex 
equity  at  all  levels  of  government.  Active  participation  in  these  groups  seems  to 
be  an  indicator  of  a  successful  Title  IX  coordinator  or  sex  equity  coordinator,  and 
networking  seemed  to  be  the  most  effective  strategy  in  the  CCSEE  project. 

Research  and  Evaluation.  R&E  strategies  may  be  used  to  help  institu- 
tionalize sex  equity  at  all  levels  of  government  and  in  nongovernmental  groups. 
In  addition  to  the  monitoring  and  evaluation  strategy  discussed  earlier,  sex  equity 
R&E  helps  us  understand  the  crucial  issues  and  potential  solutions  related  to  the 
achievement  of  sex  equity.  The  value  of  this  strategy  in  guiding  our  actions  in 
particular  areas  of  sex  equity  concern  will  be  apparent  throughout  this  book. 
Much  of  the  research  and  evaluation  of  specific  products  has  been  supported  by 
federal  funds  or  as  part  of  individual  voluntary  scholariy  activities.  At  this  point 
we  know  we  have  much  more  to  learn  about  how  to  make  sex  equity  policies  and 
theii  goals  a  reality. 

CONCLUSIONS  AND  RECOMMENDATIONS 
FOR  HASTENING  THE  INSTITUTIONALIZATION 
OF  SEX  EQUITY  IN  EDUCATION 

The  evidence  presented  here  offers  encouragement  that  some  students  have 
benefited  from  policies  such  as  Title  IX.  There  is  also  reason  to  believe  that  these 
sex  equity  reforms  will  remain  despite  attacks  on  Title  IX  and  other  equity 
legislation  (Klein,  1984).  Once  rights  and  privileges  are  attained,  they  are  diffi- 
cult to  take  away.  Changing  norms  in  the  society  regarding  roles  of  women  and 
men  will  also  help  sustain  equity  efforts.  Many  of  today's  and  tomorrow's 
parents,  most  of  whom  are  in  the  labor  force,  recognize  the  need  for  all  children 
to  receive  an  adequate  education  in  which  options  are  not  limited  by  gender. 
While  many  positive  strides  have  been  taken  toward  sex  equity  in  education,  the 
work  ahead  will  not  decrease.  Assistance  and  insistence,  persistence  and  pa- 
tience have  been  the  hallmarks  of  sex  equity  advocates  in  the  past.  We  will 
continue  to  need  more  of  the  same. 

In  this  final  section  we  have  identified  three  areas  of  findings  and  recom- 
mendations: policy,  increasing  beneficial  interrelationships  among  those  in- 
volved in  institutionalizing  sex  equity  in  education,  and  suggestions  for  research. 

Sex  Equity  Policies 

The  evidence  suggests  that  equity  policies  at  all  levels  of  government  are 
valuable  in  starting  the  chain  of  action  toward  institutionalizing  sex  equity  in 
education.  Thus,  we  recommend: 

L  The  passage  of  federal  and  state  equal  rights  amendments  and  maintenance 
and  augmentation  of  continued  enforcement  and  funding  for  sex  equity  laws 
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such  as  Title  IX,  CRA  IV,  WEEA,  and  VEA  at  the  federal,  state,  and  local 
levels  of  government 

That  new  sex  equity  policies  or  improvements  in  current  policies  include  the 
most  effective  elements  of  existing  policies,  such  as: 

a.  Clearly  articulating  goals  and  tasks,  acquiring  financial  and  other  re- 
sources, and  assigning  adequate  authority  and  specific  functions  to 
individuals  with  sex  equity  responsibilities.  The  comparative  data  pro- 
vided in  this  chapter  on  the  roles  of  Title  IX  and  state  vocational 
education  sex  equity  coordinators  strongly  suggest  that  policy  makers  at 
the  federal,  state,  and  local  levels  can  shape  the  behaviors  of  the  legis- 
lated sex  equity  advocate  to  a  significant  extent  by  specifying  tasks  to 
be  accomplished,  providing  funds  to  support  the  positions,  providing 
access  to  authority,  and  supporting  national  and  regional  networks  of 
equity  advocates.  The  lack  of  job  specificity  of  local  education  agency 
Title  IX  coordinators  compared  to  the  relatively  higher  level  of  role 
specificity  of  the  vocational  education  sex  equity  coordinators  explains 
many  of  the  differences  described  in  these  two  roles.  In  many  organiza- 
tions, provisions  of  law  are  treated  as  statements  of  the  minimum  action 
required.  While  there  are  limits  to  the  specificity  with  which  policy  can 
be  written,  a  delineation  of  responsibility  cleariy  affects  the  organiza- 
tion's responses  to  the  created  roles. 

b.  Comprehensive  and  appropriate  use  of  muUiple  sex  equity  strategies, 
ranging  from  personnel  training,  to  influencing  those  in  power,  to  net- 
working and  R&D.  In  addition  to  equity  policies  covering  entire  agen- 
cies or  school  districts,  specific  equity  goals  for  each  bureau,  division, 
department  of  the  agency,  or  school  district  should  be  developed  and 
disseminated.  The  more  specifically  job-related  the  goals  are,  the  great- 
er the  chance  of  accomplishment.  Specialists  in  other  areas  can  see 
themselves  as  part  of  the  equity  effort  most  clearly  when  they  help 
develop  concrete  suggestions  related  to  their  ongoing  concerns.  It  is 
also  useful  for  equity  specialists  to  work  within  the  agency's  existing 
priorities  and  within  other  specialists'  areas  of  expertise. 

c.  Sufficient  budgetary  and  other  types  of  resource  support.  The  cecrease 
in  support  for  the  worthwhile  sex  equity  programs  in  the  U.S.  Depart- 
ment of  Education  should  be  reversed,  and  state  and  local  education 
agencies  should  consider  allocating  staff  and  money  to  develop  and 
implement  valuable  sex  equity  laws  and  policies.  It  is  also  useful  to 
mandate  sex  equity  activities  as  part  of  other  activities,  for  example 
targeting  inservice  training  funds  for  equity  training. 

d.  Evaluation  criteria  and  mechanisms  to  ensure  that  the  policy  is  being 
adequately  implemented  and  to  identify  new  concerns.  Such  data  can 
also  provide  the  kinds  of  specific  information  that  states  and  school 
districts  need  to  demonstrate  the  effectiveness  of  their  programs.  It  is 
also  a  way  to  continue  to  determine  which  strategies  work  best  in 
various  settings. 
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Increasing  Beneficial  Interrelationships  among  Those 
Involved  in  Institutionalizing  Sex  Equity 

Because  links  among  various  governmental  and  constituent  groups  con- 
cerned with  education  are  not  always  hierarchical,  predictable,  or  nonoverlap- 
ping,  individuals  must  be  helped  to  identify  and  use  multiple  sources  of 
governmental  support  for  sex  equity.  As  new  agency  activities  are  planned,  they 
should  be  designed  to  complement  ongoing  activities  and  to  avoid  establishing 
conflicting  procedures.  Specific  suggestions  for  improving  these  interre- 
lationships include: 

1.  Identifying  and  filling  gaps  in  existing  policies  and  services.  For  example, 
CRA  IV-supported  SDACs  are  limited  to  serving  K-12  institutions;  many 
state  and  local  education  agencies  do  nof  have  active  Title  IX  coordinators; 
and  many  educators  are  confused  about  the  u^e  of  state  and  local  agencies  in 
Title  IX  compliance  responsibilities. 

2.  Networking  and  forming  coalitions  of  individuals  and  organizations  working 
with  different  governmental  agencies  and  nongovernmental  groups  that  sup- 
port sex  equity.  The  CCSEE  study,  the  demonstration  projects,  and  the 
study  of  Title  IX  and  sex  equity  coordinators  showed  that  networking  was  an 
important  component  for  schools,  districts,  or  persons  with  equity  respon- 
sibilities. The  cross-fertilization  of  ideas,  programs,  resources,  and  people  is 
an  enduring  and  continuing  aspect  of  school  improvement. 

3.  Working  cooperatively  with  equity  specialists.  Ci  rrent  funding  and  reg- 
ulatory patterns  have  fostered  the  growth  of  a  cadre  of  equity  specialists  at 
the  state  and  school  district  level,  each  of  whom  works  in  a  single  equity 
area:  race,  sex,  disability,  or  language  differences.  The  specialists  have 
generally  targeted  programs  toward  a  specific  group  of  students.  In  state  and 
local  educational  agencies  a  press  for  coordinated  programs  may  be  height- 
ened by  a  decrease  in  federal  dollars  and  the  block  grant  concept  of  program 
allocation.  A  coordinated  equity  program  may  also  help  insure  that  funds 
such  as  those  available  through  the  federal  Chapter  2  Education  Consolida- 
tion and  Improvement  Act  block  grant  be  spent  on  equity  activities.  Districts 
may  also  demand  that  inservice  programs  and  monitoring  activities  be  con- 
solidated into  one  equity  program.  Coordination  of  services  among  equity 
specialists  may  have  a  very  positive  effect  on  the  implementation  of  equity 
programs.  In  time,  coordinated  services  could  reduce  paperwork,  lessen  the 
amount  of  time  necessary  for  assessment  and  monitoring,  and  decrease  the 
time  spent  in  attending  muhiple  inservice  training  activities  related  to  the 
various  equity  programs. 

Recommendations  for  Research 

This  chapter  indicates  that  although  we  have  gained  some  useful  insights 
into  the  institutionalization  of  sex  equity  in  education,  some  basic  questions 
remain  unanswered. 
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We  have  little  cumulative  information  on  the  nature  and  extent  of  sex 
equity  activities  in  education  at  any  level  of  government  and  tend  to  know  much 
less  about  the  16,000  school  districts  and  the  schools  and  classrooms  within  them 
than  about  federal  and  state  level  activities.  Thus,  we  recommend  federal  fund- 
ing of  a  national  study  to  determine  how  educational  agencies  arc  using  their  own 
and  federal  resources  to  facilitate  compliance  with  both  the  letter  and  spirit  of 
Title  IX.  Such  a  study  could  reveal  effective  procedures  that  could  be  dissemi- 
nated as  models  for  others.  Bogart  (1983)  is  developing  similar  model  program 
information  for  postsecondary  institutions.  The  study  could  also  identify  areas 
where  increased  federal  and  state  support  are  needed  to  foster  action.  Comple- 
mentary roles  of  equity  advocacy  groups  and  private  enterprise  could  also  be 
examined. 

In  addition  to  a  limited  knowledge  of  what  has  been  or  is  being  done  to 
implement  sex  equity  in  education,  we  have  very  limited  knowledge  of  how  to 
actually  institutionalize  sex  equity  activities  to  attain  specified  sex-equitable 
outcomes  over  time.  The  few  studies  reported  in  this  chapter  suggest  that  it  can 
be  done,  but  we  do  not  know  what  general  strategies  or  elements  will  sustain  sex 
tquity  activities  most  effectively.  At  the  very  least,  we  suggest  that  the  federal 
government  provide  funds  for  follow-up  research  on  the  WEEA  demonstration 
projects,  the  CCSEE  project,  and  selected  success  stories  from  activities  of  the 
SDACs,  local  Title  IX  and  vocational  education  sex  equity  coordinators,  and 
state  departments  of  education.  We  also  urge  that  SEAs  and  individual  re- 
searchers initiate  their  own  studies  of  this  specialized  change  process. 

We  also  need  to  learn  more  about  the  similarities  and  differences  in  achiev- 
ing educational  equity  as  it  relates  to  sex,  race,  national  origin,  disability,  and 
economic  status  so  that  coordinated  equity  policies  and  activities  can  be 
developed. 

Finally,  we  urge  federal  and  state  support  of  research  to  identify  which  sex 
equity  strategies  work  best  and  in  what  combination  in  specified  environments 
and  as  changes  occur  in  educational  priorities.  For  example,  is  it  more  cost- 
effective  to  work  with  a  power-based  strategy  that  relies  on  a  superintendent's 
commitment  to  equity  or  a  bottom-up  strategy  to  provide  incentives  to  empower 
teachers?  To  what  extent  is  it  advisable  to  develop  comprehensive  equity  strat- 
egies that  are  tied  to  the  latest  educational  concerns  such  as  improved  educational 
standards  or  increased  achievement  in  science  and  mathematics? 

We  know  that  there  is  a  great  deal  of  natural  variation  across  specific 
content/ student  aj^e  levels,  but  we  are  just  beginning  to  learn  about  the  ways  that 
broad  strategies  to  institutionalize  sex  equity  can  reinforce  the  more  specific  sex 
equity  activities  discussed  in  the  following  chapters. 
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8 

Strategies  for  Overcoming 

the  Barriers  to  Women 

in  Educational  Administration 

Charol  Shakeshafl 


"A  wild  patience  lias  taken  me  this  far/'*  might  well  be  an  appropriate  motto  for 
the  women  who  have  become  school  administrators  in  this  country  during  the 
past  three  decades.  Until  recently,  these  strong  and  gifted  women  have,  by  and 
large,  waited  their  turn  for  leadership  positions.  Despite  its  genteel  virtues, 
waiting  one's  turn,  unfortunately,  appears  not  to  have  increased  the  ranks  of 
women  school  administrators;  indeed,  i  .ch  action  seems  to  have  diminished 
women's  participation  in  the  formal  management  of  schools. 

The  purpose  of  this  chapter  is  to  review  women's  representation  in  school 
administration,  to  identify  the  barriers  that  have  kept  women  from  attaining 
administrative  positions,  and  to  explore  some  of  the  strategies  and  programs  that 
have  been  developed  to  overcome  these  barriers. 

ISSUES:  THE  BARRIERS 

Current  myth  would  lead  one  to  believe  that  the  overrepresentation  of  male 
school  administrators  is  a  thing  of  the  past,  as  affirmative  action  and  women's 
raised  consciousness  combine  to  assure  increased  hiring  of  female  school  admin- 
istrators. Being  myth,  however,  this  belief  is  based  more  upon  expediency  or 
self-serving  convenience  than  on  fact,  since  a  reading  of  the  numbers  tells  us  that 
women's  presence  in  school  a^lministration,  if  increasing  at  all,  is  doing  so  at  an 
extremely  slow  pace.  Although  th?  feminist  movement  had  generated  a  surge  of 
women  ready  for  school  administration,  declining  enrollments,  financial  crises, 
and  sex  discrimination  have  combined  to  neutralize  that  trend. 

While  some  researchers  point  to  statistics  that  demonstrate  a  radical  decline 
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in  the  number  of  women  administrators  over  the  past  50  years  (for  example, 
Howard,  1980),  others  such  as  Charters  (1981)  caution  against  overreliance  on 
early  counts  of  female  administrators,  since  they  tend  to  be  based  upon  small, 
localized,  and  nongeneralizable  samples.  Thus,  women  may  have  always  been 
underrepresented  in  school  administration,  so  that  current  statistics  represent  a 
reinforcement  of  the  downward  linear  trend  of  women  in  school  administration 
rather  than  a  reversal  of  past  practice. 

Whatever  the  case  may  be,  recent  statistics  on  women  educators  tell  us  that 
in  1981  women  were  the  majority  (66.9%)  of  all  public  school  instructional 
personnel  (Databank,  1982)  and  that  women  were  83%  of  the  elementary  teach- 
ers and  46%  of  secondary  school  teachers  (Howard,  1980).  In  1979,  28%  of  all 
doctoral  degrees  in  educational  administration  and  supervision  were  granted  »o 
women  (Howard,  1980).  About  18%  of  elementary  school  principals  (Lovelady- 
Dawson,  1981)  and  7%  of  secondary  school  principals  are  women  (Howard, 
1980).  In  1981 ,  80.5%  of  elementary  teachers  and  95.3%  of  secondary  teachers 
worked  under  male  principals  (Databank,  1982),  most  (98.2%)  district  superin- 
tendents were  male  (Jones  &  Montenegro,  1982).  and  28,3%  of  school  board 
members  were  female  (Underwood,  Fortune,  &  Meyer,  1983,  p.  24),  In  higher 
education,  only  8%  of  college  presidents  are  women  (Howard,  1980),  and,  as 
Karen  Bogart  points  out  in  chapter  24,  few  women  are  faculty  members  in 
postsecondary  institutions. 

A  comparison  between  the  number  of  female  instructors  and  the  number  of 
female  managers  illustrates  women's  underrcpresentation  in  the  formal  lead- 
ership of  schools.  This  imbalance  is  all  the  more  disquieting  when  one  considers 
that  the  woman  teacher  or  administrator  is,  by  and  large,  more  able  than  the  male 
teacher  or  administrator  (Brown,  1981;  Frasher& Frasher,  l979;Tibbets,  1980), 
These  researchers  have  pointed  out  that  in  studies  comparing  male  and  female 
teachers  and  administrator  >  on  selected  criteria  (teaching  evaluations,  teacher 
exam  scores,  college  grade  point  average,  warmth,  administrative  functioning, 
and  so  forth),  when  there  is  a  difference,  females  are  favored.  Thus,  one  finds 
that  both  gender  and  talent  imbalances  resuh  when  women  are  passed  over  for 
administrative  positions  (Fishel  &  Pottker,  1975;  Gross  &  Trask,  1976), 

If  this  is  the  case,  why  has  it  happened?  Why  the  "higher  you  go,  the  fewer 
yo'  see"  syndrome  for  women  in  educational  administration?  The  barriers  to 
women  who  desire  positions  as  school  administrators  have  been  determined  in  a 
number  of  way.^?:  through  self-report  questionnaires,  in  interviews,  and  in  eth- 
nographic studies.  Many  of  the  researchers  have  employed  experimental  and 
quasi-experimental  research  designs.  The  following  seciion  is  a  discussion  of 
those  factors  that  have  been  singled  out  as  hindrances  to  women  moving  toward 
school  administration. 

Poor  Self-Image  or  Lack  of  Confidence 

Schmuck  (1976)  among  others  lists  lack  of  confidence  and  poor  self-image 
as  barriers  that  prevent  women  from  considering  school  administration.  Many 
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women  either  do  not  see  themselves  as  school  administrators  or  lack  the  self- 
confidence  to  pursue  such  an  end.  While  this  is  related  to  the  next  barrier,  lack  of 
aspiration  or  motivation,  there  is  a  distinction  between  the  two.  Poor  self-image 
and  la':k  of  self-confidence  do  not  necessarily  inhibit  motivation,  and  one  can  be 
unmotivated  in  particular  areas  without  a  poor  self-image  or  lack  of  self- 
confidence. 

Lack  of  Aspiration  or  Motivation 

A  number  of  studies  (st  ,  for  instance,  Dias,  1975)  suggest  that  women's 
lack  of  success  in  obtaining  administrative  positions  is  due  to  lowered  aspiration 
or  lack  of  motivation  on  the  part  of  women.  While  it  is  true  that  women  have 
traditionally  applied  less  often  than  have  men  for  administrative  positions  and 
that  women,  more  often  than  men,  need  to  be  encouraged  to  enter  administra- 
tion, there  is  little  evidence  that  women  are  less  aspiring  or  less  motivated  than 
are  men.  One  way  to  understand  women's  perceived  failure  to  aspire  to  higher 
levels  of  school  service  .s  to  rethink  the  achievement  norm  inherent  in  this  belief. 
Studies  tell  us  that  most  women  enter  pre-K-12  teaching  to  teach,  while  most 
men  enter  teaching  to  administer.  Thus,  these  women  teachers  are  aspiring  and 
achieving  that  which  they  are  aiming  for.  Many  of  these  same  women  do  not 
value  administration  and  the  role  of  administrators,  nor  do  they  desire  a  position 
that  separates  them  from  students.  For  instance,  Baughman  (1977)  found  that 
women  perceived  many  administrative  positions  as  entailing  too  much  paper- 
work and  not  enough  educational  content  and  that  therefore  these  jobs  were  not 
of  interest  to  many  women. 

Another  approach  to  understanding  women's  achievement  motivation  in 
educational  careers  is  provided  by  Kanter  (1977).  Kanter  points  out  that  *  oppor- 
tunity structures  shape  behavior  in  such  a  way  that  they  confirm  their  own 
prophecies"  (p.  158).  Thus,  people  who  have  very  little  opportunity  to  move  up 
the  hierarchy  (women  teachers)  disengage  in  the  form  of  depressed  aspirations, 
low  commitment,  or  nonresponsibility.  Those  people  who  are  highly  mobile 
within  the  hierarchy  (men  teachers),  however,  "tend  to  develop  attitudes  and 
values  that  impel  them  further  along  the  track:  work  commitment,  high  aspira- 
tions, and  upward  orientation"  (p.  138).  Thus,  women's  so-called  lack  of  aspira- 
tion in  administration  might  more  accurately  be  seen  as  an  expected  response  to 
lack  of  opportunity. 

Finally,  a  seeming  lack  of  aspiration  or  motivation  in  women  may  actually 
be  a  realistic  reaction  in  light  of  home  and  family  responsibilities  and  job  oppor- 
tunities. Thus,  lack  of  aspiration  or  motivation  seems  not  to  be  a  real  barrier  to 
women  in  administration  but  rather  a  by-product  of  other  obstacles. 

Lack  of  Support,  Encouragement,  and  Counseling 

A  number  of  researchers  (for  instance,  Baughman,  1977;  Schmuck,  1976) 
have  pointed  out  that  women  have  traditionally  had  little  support,  encourage- 
ment, or  counseling  from  family,  peers,  supcrordinates,  or  educational  institu- 
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tions  to  pursue  careers  in  administration.  More  often,  these  women  have  been 
given  negative  cues  by  family  and  work  groups  concerning  such  an  endeavor. 
The  importance  of  encouragement  and  support  can  be  seen  in  light  of  studies 
(Shakeshaft,  1979)  indicating  that  of  the  women  who  have  decided  to  pursue 
administrative  careers,  most  have  done  so  because  some  significant  other  (hus- 
band, mother,  father,  principal,  college  professor)  encouraged  them. 

Family  and  Home  Responsibilities 

Family  and  home  responsibilities,  including  the  major  responsibility  for 
child  and  home  care,  were  listed  as  barriers  to  women's  achievement  in  admin- 
istration in  a  number  of  studies  (for  instance,  see  Schmuck,  1976).  Concomi- 
tantly, lack  of  reliable  childcare  and  limited  pregnancy  benefits  were  listed  as 
obstacles  to  taking  on  additional  administrative  responsibilities.  As  a  result,  the 
profile  of  the  typical  woman  administrator  is  of  a  woman  (1)  who  does  not  have 
children,  or  (2)  whose  children  are  grown,  or  (3)  who  has  private  childcare  in  the 
form  of  a  full-time  housekeeper  or,  more  often,  her  own  mother. 

Socialization  and  Sex  Role  Stereotyping 

Socialization  and  sex  role  stereotyping  have  been  cited  by  several  re- 
searches (Poll,  1978;  Schmuck,  1976)  as  explanations  of  why  women  them- 
selves, as  well  as  men,  do  not  immediately  connect  women  with  administration. 
Not  only  have  women  been  socialized  in  ways  that  have  not  made  them  admin- 
istratively inclined,  but  those  who  hire  have  been  socialized  to  believe  that  those 
qualities  frequently  associated  with  females  are  antithetical  to  those  qualities 
needed  to  manage  and,  conversely,  that  qualities  needed  to  manage  are  ones  not 
possessed  by  women.  For  instance,  asscrtiveness  is  a  skill  that  women,  by  and 
large,  have  not  been  so^iuiLed  to  call  their  own.  Relatedly,  women's  contribu- 
tions are  often  ignored,  and  women  have  reported  feeling  invisible  in  policy- 
making groups  (Kanter,  1977).  Socialization  is  also  partly  responsible  for  the 
resentment,  from  both  males  and  females,  which  women  aspirants  sometimes 
find  directed  at  them.  Some  writers,  however,  have  posited  that  many  ster- 
eotypically  female  qualities  are  exactly  what  administrators  need.  For  instance, 
Frasher  and  Frasher  (1979)  believe  that  women  reduce  conflict  more  effectively 
than  do  men.  Marshall  (1981)  posits  that  "organizational  socialization  processes 
place  aspiring  women  in  a  marginal  organizational  status"  (p.  227).  Whether 
individual  or  organizational,  socialization  and  sex  role  stereotyping  have  been 
potent  obstacles  to  increasing  women's  participation  in  the  management  of 
schools. 

Lack  of  Preparation  or  Experience 

Traditionally,  fewer  females  than  males  have  participated  in  certification, 
doctoral,  or  internship  programs  in  administration.  Several  researchers  (for  in- 
stance, Edson,  1981;  Schmuck,  1976)  have  cited  both  lack  of  formal  preparation 
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and  few  administrative  learning  experiences  while  still  a  teacher  vis-a-vis  com- 
mittees, unions,  coaching,  discipline  duty,  or  extracurricular  responsibilities  as 
areas  that  render  women  less  experienced  or  prepared  for  administration  than  are 
men.  Recent  work  (Edson,  1981;  Paddock,  1977)  indicates  that  this  barrier  is 
being  overcome  as  more  women  receive  internships,  administrative  certification, 
and  doctoral  degrees. 

Lack  of  Finances  for  Continuing  Training 

Women,  more  than  men,  cite  lack  of  finances  as  a  reason  for  being  unable 
to  continue  administrative  training  (Edson,  1981).  Women  in  the  general  labor 
force  earn  59  cents  for  every  dollar  earned  by  a  man;  women  in  public  school 
teaching  and  administration  also  earn  less  than  their  male  colleagues  (Databank, 
1982).  Women  huve  tended  to  sacrifice  financially  for  their  families,  thus  cutting 
short  educational  opportunities.  Additionally,  it  must  be  remembered  that  there 
is  a  higher  percentage  of  financially  disadvantaged  among  females  than  among 
males  and  that  women  teachers  earn  less  than  do  men  teachers.  Therefore, 
women  are  more  likely  than  men  to  be  financially  disadvantaged  and,  more  than 
men,  are  expected,  and  expect,  to  sacrifice  their  education  or  needs  so  that  the 
resources  may  be  used  for  family  purposes. 

Too  Few  Role  Models 

The  lack  of  opportunity  to  see  other  women  in  a  variety  of  administrative 
positions,  to  hear  how  these  women  describe  their  lives,  and  to  compare  them- 
selves with  women  just  one  step  higher  up  the  hierarchy  has  been  cited  as  a 
reason  why  women  have  not  moved  into  administrative  positions  in  larger  num- 
bers (Schmuck,  1976).  The  importance  of  role  models  in  helping  both  women 
themselves  and  men  within  the  system  to  view  women  administrators  as  a  normal 
occurrence  rather  than  an  exceptional  one  cannot  be  overstated. 

Lack  of  Sponsorship  or  Mentors 

Unlike  role  models,  which  generally  must  be  of  the  same  sex  and  race  in 
order  for  women  to  identify  with  the  model,  sponsors  or  mentors  may  be  either 
male  or  female.  However,  a  sponsor  or  a  mentor  is  much  more  important  to  the 
individual  woman  than  is  a  role  model  because  it  is  the  sponsor  or  mento.  who 
advises  the  woman,  supports  her  for  jobs,  and  promotes  and  helps  her.  Sponsors 
and  mentors,  who  have  traditionally  been  white  males,  have  tended  to  promote 
other  white  males.  Minority  women  often  suffer  doubly  in  the  area  of  spon- 
sorship—first, because  they  are  female,  and  second,  because  of  their  minority 
status  (Lovelady-Dawson,  1980).  While  most  women  have  not  had  either  spon- 
sors or  mentors,  most  who  have  been  successful  in  acquiring  administrative  titles 
have  sponsors  or  mentors.  Thus,  the  process  of  sponsorship  or  mentoring  appears 
to  be  important  in  an  administrative  career  (Poll,  1978). 
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Lack  of  a  Network 

Related  to  sponsorship  is  the  need  to  have  access  to  a  network  that  provides 
one  with  information  on  job  openings  and  administrative  strategies  as  well  as 
with  visibility  and  that  functions  as  a  support  group.  Women  have  traditionally 
been  excluded  from  these  networks  and  thus  have  not  heard  about  administrative 
positions,  have  not  been  known  by  others,  and  have  had  few  people  to  approach 
for  counsel  (Schmuck,  1976). 

Sex  Discrimination  in  Hiring  and  Promotion 

Finally,  a  number  of  studies  (sec,  for  instance,  Baughman,  1977:  Fox, 
1975;  Goldsmith,  1976;  Poll,  1978;  Robinson,  1978;  Schmuck,  1976;  Thomas, 
1976)  document  the  existence  of  overt  sex  discrimination  by  school  boards, 
boards  of  trustees,  departments  of  educational  administration,  and  educational 
administrators  which  has  prevented  women  from  becoming  school  admin- 
istrators. Studies  tell  us  that  people  tend  to  !iire  those  like  themselves.  Thus, 
white  males  hire  white  males  (Kanter,  1977;  Ortiz,  1981).  Additionally,  a 
number  of  researchers  (for  example,  Marshall,  1981}  have  pointed  out  that 
affirmative  action  policies  are  often  misused — either  through  hiring  a  less 
qualified  woman  or  minority  applicant  where  a  more  qualified  woman  or  minor- 
ity applicant  exists  or  by  failing  to  take  into  account  a  woman's  personal  career 
orientation  or  interests  and,  thus,  misplacing  her  in  the  organization. 

Curricular  Materials 

A  number  of  researchers  have  commented  on  the  relationship  between 
sexist  curricular  materials  and  the  dampened  career  goals  of  women.  A  number 
of  studies  (Nagle,  Gardner,  Levine,  &  Wolf,  1982;  Schmuck,  Butman,  &  Per- 
son, 1982;  Shakeshaft  &  Hanson,  1982;  Tietze,  Shakeshaft,  &  Davis,  1981) 
have  examined  the  textbooks  and  journals  in  the  field  for  gender  bias  and  have 
found  a  shocking  proportion  of  sexist  content  in  the  research  and  writing.  Thus, 
an  additional  barrier  for  wc  en  in  administration  is  the  lack  of  appropriate  and 
positive  curricular  materials  for  them  to  read. 

A  number  of  models  have  been  suggested  in  an  effort  to  understand  these 
barriers.  Estler  (1975),  for  instance,  believes  the  lack  of  women  in  administra- 
tion has  been  explained  by  writers  using  the  following  models:  the  Women's 
Place  Model,  which  assumes  that  women's  nonparticipation  in  administrative 
careers  is  based  solely  on  social  norms;  the  Discrimination  Model,  which  '*draws 
on  the  assumption  that  institutional  patterns  arc  a  result  of  the  efforts  of  one 
group  to  exclude  participation  of  another"  (p.  369);  and  the  Meritocracy  Model, 
which  assumes  that  the  most  competent  people  have  been  promoted,  and  thus 
women  are  not  competent.  Estler  provides  evidence  for  support  of  both  the 
Woman's  Place  and  Discrimination  Models,  but  found  that  the  Meritocracy 
Model  did  not  fit  reality. 
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Adkison  (1981)  usf*s  competing  explanations  to  account  for  women's  lack 
of  success  in  entering  administration,  illustrating  that  ''the  same  data  can  be 
explained  equally  well  by  different  concepts''  (p.  330).  Thus,  she  analyzes 
women's  career  barriers  in  terms  of  sex  role  stereotyping,  sex  role  socialization, 
career  socialization,  organizational  characteristics,  and  devaluation  of  women. 

An  additional  framework  for  examining  barriers  is  to  place  them  within  the 
domains  of  internal  and  external  barriers.  Internal  barriers  can  be  overcome  by 
individual  change,  while  external  barriers  require  social  and  institutional  change. 
Although  several  models  have  been  conceptualized  to  understand  these  barriers, 
further  woiic  needs  to  be  done. 

While  all  the  barriers  identified  do  not  affect  all  women,  neither  are  they 
equally  prohibitive  at  all  career  levels.  Lack  of  sponsorship  may  be  less  a  prob- 
lem at  the  department  chair  level  than  at  the  superintendency.  Conversely,  so- 
cialization and  sex  role  stereotyping  may  hinder  a  woman  who  has  not  taken  the 
first  step  toward  becoming  an  administrator  more  than  it  hinders  a  woman  who 
has  served  as  an  administrator.  Relatedly,  racial  and  ethnic  minority  women  find 
that  the  barriers  are  compounded  by  their  racial  and  ethnic  identification.  Con- 
trary to  popular  myth,  minority  women  are  the  most  underemployed  and  under- 
paid in  school  administration  (Databank,  p.  14). 

THE  ANSWERS:  STRATEGIES  FOR  CHANGE 

Strategies  for  change,  whether  implemented  or  imagined,  vary  depending 
upon  which  of  the  conceptual  lenses  is  used  to  view  barrie/s.  Thus,  internal 
barriers  require  one  sort  of  approach;  while  external  obstacles  call  for  quite 
another.  Concomitantly,  if  one  believes  that  the  barriers  are  primarily  the  result 
of  social  devaluation  of  women,  the  strategy  for  increasing  women  in  educational 
administration  will  be  quite  different  than  if  one  is  working  from  the  premise  that 
sex  role  socialization  results  in  too  few  women  administrators.  Thus,  strategies 
for  change  differ  according  to  the  barriers  targeted.  These  strategies  are  not 
mutually  exclusive,  and  it  is  their  combined  effects  that  are  probably  necessary  to 
make  lasting  change. 

There  have  been  a  number  of  federally  funded  projects  as  well  as  indi- 
vidual and  organizational  efforts  to  increase  the  representation  of  women  in 
administration.  While  the  research  on  the  effectiveness  of  these  strategies  is 
limited,  and  while  not  all  effective  strategies  have  been  included  here,  the  re- 
mainder of  this  chapter  will  be  devoted  to  describing  a  variety  of  tactics  or 
programs  as  well  as  offering,  where  available,  evidence  of  the  effectiveness  of 
those  approaches. 

Recruitment  of  Women  into  Preparation  Programs 

In  an  effort  to  overcome  the  initial  resistance  of  women  to  the  nonlradi- 
tional  career  of  school  administrator,  a  number  of  methodi;  have  been  used  to 
reach  women  teachers  and  students  and  to  provide  them  with  information  that 
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might  encourage  their  entrance  into  school  administration.  For  instance,  person- 
nel from  Minnesota's  Women  in  School  Administration  (WISA);  A  Project  of 
Internships,  Certification  Equity-Leadership,  and  Support  (ICES);  Female  Lead- 
ers for  Administration  and  Management  in  Education  (FLAME);  and  Sex  Equity 
in  Education  Leadership  (SEEL)  spoke  to  education  groups  in  an  effort  to  reach 
prospective  women  administrators.  Additionally,  WISA  provided  field-based 
courses  in  an  attempt  to  recruit  women  in  rural  areas  and  to  provide  a  statewide 
recruitment  and  selection  pool.  In  St.  Paul,  a  recruitment  program  within  the 
school  district  identified  women  for  a  special  administrative  training  program. 

Financial  Assistance  for  Women 

Once  they  are  made  aware  of  training  options,  women  often  confront  the 
problem  of  lack  of  financial  resources.  Thus,  one  approach  to  helping  women 
become  school  administrators  is  the  provision  of  scholarships  and  stipends. 
FLAME  interns,  for  example,  were  paid  a  monthly  stipend  while  taking  leaves  of 
absence  to  pursue  full-time  graduate  work;  ICES  awarded  scholarships  to  women 
to  attend  university  summer  sessions  and  ICES  workshops. 

General  Administration  Courses  and  Workshops 

So  that  women  could  gain  knowledge  about  administrative  skills  and/or 
acquire  certification  credentials,  programs  provided  administrative  knowledge 
either  via  formal  university  educational  administration  courses  or  in  the  form  of 
skills  workshops.  FLAME  interns,  for  instance,  enrolled  in  full-time  doctoral 
administration  programs,  while  ICES  interns  took  administration  coursework 
during  the  summer.  WISA  offered  workshops  on  conflict  management,  the  study 
of  power  and  leadership,  time  management,  and  grant  writing,  along  with  other 
topics.  ICES  workshops  concentrated  on  conflict  management,  business  man- 
agement, and  the  politics  of  education.  Higher  Education  Resource  Service 
(HERS),  through  their  program  called  The  Next  Move,  provides  a  leadership  and 
management  clinic  for  women  in  higher  education.  These  general  courses,  avail- 
able to  both  males  and  females,  are  essential  for  women  entering  school  admin- 
istration. In  some  states,  they  are  required  for  administrative  certification,  while 
in  others  they  are  recommended.  Whatever  the  case,  skills  courses  in  administra- 
tion are  invaluable  for  women  desiring  to  enter  administration. 

Increasing  the  Number  of  Women  Professors 
of  Educational  Administration 

As  women  began  to  take  courses  in  educational  administration,  they  were 
confronted  by  the  lack  of  female  professors  who  could  serve  as  role  models  and 
advisers,  and  this  was  compounded  by  negative  attitudes  from  some  male  pro- 
fessors. Thus,  one  strategy  used  to  provide  aspiring  women  administrators  with 
role  models  and  sponsors  at  the  university  is  that  of  increasing  the  number  of 
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women  professors  of  educational  administration.  WIS  A  provided  several  courses 
taught  by  women,  while  FLAME  was  involved  in  the  hiring  of  women  professors 
by  three  universities. 

Courses  and  Workshops  Concerned  with  Specific 
Barriers  to  Women  in  Administration 

In  addition  to  the  lack  of  female  professors  to  serve  as  role  models  in 
formal  university  programs,  women  also  encountered  the  absence  of  courses  to 
meet  their  particular  needs  as  women  entering  a  male-dominated  field.  Thus,  a 
number  of  courses  and  workshops  have  been  pro  /ided,  supported  by  universities 
or  federal  funding,  to  audress  the  specific  needs  of  women.  SEEL  offered  yearly 
conferences  and  workshops  for  women,  while  ICES  provided  woricshops  on 
educational  equity  issues.  WISA's  activities  included  sessions  on  assertiveness 
training,  sex  role  stereotyping,  socialization,  ar.d  balancing  one's  life.  Assisting 
Women  to  Advance  through  Resources  and  Encouragement  (AWARE)  provided 
a  number  of  workshops  through  their  six  project  sites  as  well  as  through  separate 
conferences  and  sessions  at  annual  AASA  meetings  on  such  topics  as  network- 
ing, self-concept,  resume  writing,  how  to  enlist  sponsors,  discovering  job  poten- 
tial, interviewing  techniques,  and  employment  negotiation.  Florida  State  Univer- 
sity offered  women  a  program  in  goal  setting,  self-knowledge:,  and  awareness  of 
career  opportunities  in  an  effort  to  encourage  participation  in  nontraditional 
fields.  Hofstra  University  offers  a  course  to  women  annually  as  part  of  the 
certification  program  in  an  effort  to  confront  barriers  to  women  through  the 
teaching  of  skills  related  to  job  searches,  assertiveness,  networking,  resume 
preparation,  interviewing,  recognizing  sex  discrimination,  presentation  of  self, 
sponsorship,  and  the  importance  of  self-confidence.  Brayfield  developed  a  work- 
shop in  social  literacy  training  to  overcome  internal  factors  that  inhibit  the  pursuit 
of  administrative  careers  by  women,  while  The  Next  Move  included  sessions  on 
barriers  to  women.  Women  in  Leadership  Learning  (WILL)  and  the  St.  Paul 
school  district  both  provided  similar  training  to  women  so  that  they  might  learn 
strategies  for  confronting  obstacles  to  entering  school  administration. 

Curricular  Materials 

Within  both  general  administrative  courses  and  workshops  and  those  di- 
rected specifically  at  women,  a  lack  of  appropriate  materials  on  women's  issues, 
sex  role  stereotyping,  socialization,  and  barriers  and  strategics  for  women  in 
administration  was  evident.  Thus,  one  approach  to  the  larger  problem  of  wom- 
en's absence  from  the  administration  of  educational  institutions  was  the  develop- 
ment of  awareness  and  training  materials  for  use  in  classrooms  or  at  conferences 
with  both  women  and  men.  DICEL,  for  instance,  produced  four  training  modules 
for  women  on  androgyny,  assertion,  power,  and  leadership,  as  well  as  a  vid- 
eotape on  women  in  administration.  ICES  developed  a  30-minute  videotape  of 
five  women  administrators  discussing  their  careers,  a  videotape  on  role-playing, 
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and  two  videotapes  describing  their  project.  SEEL  staff  published  a  textbook, 
Sex  Equity  in  Education,  prepared  a  slide  show  on  the  issues  surrounding  women 
in  administration,  and  provided  a  quarteriy  newsletter  to  inform  people  about  the 
issues  as  well  as  to  raise  awareness.  University  Council  of  Educational  Admin- 
istration (UCEA)  in  conjunction  with  teams  at  six  universities  developed  six 
multimedia  instructional  modules  for  women  preparing  for  educational  admin- 
istration, for  professors  of  educational  administration,  for  policy  and  decision 
makers  in  K-12  systems,  for  other  educators,  for  male  and  female  trainees,  and 
for  policy  and  decision  makers  in  postsecondary  systems  in  an  effort  to  alter 
conditions  forgiris  and  women  in  educational  institutions  (Silver,  1979).  WILL 
developed  modules  for  training  in  balancing  personal  and  professional  life,  con- 
flict resolution,  competition,  cooperation,  developing  strategies  and  diagnosing 
organizations,  team  building,  developing  support  networks,  and  understanding 
maintenance  systems.  WiSA  published  a  hiring  procedures  manual  for  school 
trustees. 

Internship 

Once  women  began  recei.ing  training  or  decided  to  become  admin- 
istrators, it  became  clear  that  most  lacked  actual  experience  in  administrative 
situations.  Thus,  many  programs  implemented  internship  experiences  for  the 
women  involved.  FLAME  provided  participants  with  a  variety  of  internship 
experiences  both  in  and  out  of  education;  ICES  interns  spent  10  months  in  a 
school  district;  and  WISA  interns  trained  in  rural  and  small  urban  settings. 

Support  Systems 

Once  trained,  many  future  women  administrators  still  find  a  need  for  a 
support  system  that  reinforces  their  aspirations  as  well  as  providing  a  mechanism 
for  ventilation,  generating  strategies,  and  providing  professional  companionship. 
In  an  effort  to  deal  with  the  frequent  problem  of  lack  ol  family  support,  FLAME 
instituted  a  program  that  reached  out  to  families  of  interns  so  that  they  could 
understand  the  program  and  anticiapte  the  problems.  Additionally,  family  coun- 
seling was  made  available.  FLAME  also  created  an  advisory  group  composed  of 
influential  educators  to  act  as  sponsors  for  their  interns.  The  ICES  interns  identi- 
fied support  teams  in  their  districts  with  which  they  could  meet  regulariy,  while 
SEEL  formed  support  groups  for  women  in  educational  administration  in 
Oregon. 


In  addition  to  a  support  group  for  women,  there  is  a  need  for  a  system  that 
can  compete  with  the  Old  Boys'  Club.  A  common  vehicle  for  providing  women 
with  both  contacts  and  information  is  a  netwoik.  Both  SEEL  and  UCEA  offer 
directories  of  women  in  educational  administration.  AWARE>  FLAME,  and 
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Hofsira  University  have  instituted  formal  networking  systems.  Additionally, 
SEEL  linked  women  administrators  in  Oregon  through  the  Oregon  Women  in 
Educational  Administration  group  and  then  linked  this  group  with  existing  state 
and  national  organizations  to  expand  the  network.  NECEL  and  CCEL  provide 
these  services  in  New  England.  Related  to  networking  is  the  method  of  providing 
a  formal  and  institutionalized  vehicle  for  bringing  job  information  to  women's 
attention  as  well  as  bringing  women  to  the  attention  of  employers.  SEEL  pub- 
lished A  Directory  of  Administrators,  which  included  both  men  and  women,  in 
an  effort  to  highlight  women  candidates.  Another  approach  to  visibility  was  used 
by  both  WISA  and  FLAME,  whose  interns  were  sent  to  districts  and  other  states 
so  that  they  might  be  both  seen  and  heard. 

Political  Clout 

Moving  from  the  women  themselves  to  the  larger  world,  many  strategists 
believe  that  before  women  will  be  hired  in  great  numbers,  the  issue  of  the 
underemployment  of  women  administrators  must  be  taken  seriously.  Therefore, 
a  number  of  organizations  have  been  formed  nationwide  to  provide  political  clout 
to  help  accomplish  federal,  state,  and  local  change.  SEEL,  for  instance,  has  been 
effective  in  providing  a  strong  voice  that  keeps  the  issue  of  underrepresentation 
of  women  in  administration  in  the  public  eye. 

Legal  Remedies  and  Affirmative  Action  Programs 

The  use  of  the  legal  system  ranges  from  indirect  action  such  as  teaching  the 
intricacies  of  antidiscrimination  laws  to  women,  administrators,  and  school 
boards  to  the  more  direct  approach  of  forcing  districts  to  co.tiply  with  those  laws. 
Compliance  may  be  pushed  through  affirmative  action  programs  or  through 
direct  legal  action.  For  instance,  the  legal  battle  of  two  women  administrators 
with  the  Los  Angeles  Unified  School  District  resulted  in  the  adoption  of  a  court 
settlement  which  will  "substantially  increase  management  opportunity  for  wom- 
en" (Reigelhaupt,  1980,  p.  1).  A  further  stiategy  within  the  legal  realm  involves 
a  change  of  teacher  education  competencies  in  Oregon  to  include  knowledge  of 
antidiscrimination  laws  and  mandates.  The  impact  of  legal  strategies  is  largely 
unknown;  no  studies  are  available  that  chart  the  relationship  between  such  strat- 
egies and  increased  employment  for  women  in  administrative  positions. 

Consciousness  Raising  and  Technical  Assistance 
to  Organizations  and  People  Who  Impact 
on  Hiring  Policies  and  Practices 

One  strategy  has  been  to  make  organizations  and  others  who  hire  aware  of 
the  bias  against  women  as  well  as  to  provide  these  groups  and  individuals  with 
technical  assistance  and  materials  to  help  them  evaluate  and  change  their  own 
policies  and  practices.  This  has  been  done  using  a  number  of  approaches.  UCEA 
and  WISA  developed  materials;  WISA's  was  a  handbook  of  hiring  procedures 
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for  school  boards.  Other  strategies  include  workshops  for  policy  makers  at  local, 
regional,  and  national  meetings.  The  effectiveness  of  this  strategy  has  not  been 
determined.  While  evaluations  of  the  materials  and  workshop  presentations  rate 
them  as  endeavors  of  high  quality,  participation  at  workshops  by  the  targeted 
audiences  has  been  low,  and  actual  use  of  the  materials  by  these  same  audiences 
is  undetermined. 

Creating  Jobs 

Despite  these  efforts  and  in  large  part  because  of  the  effects  of  declining 
enrollments  in  schools,  many  qualified  women  are  unable  to  obtain  admin- 
istrative positions.  A  strategy  that  FLAME  pioneered  was  teaching  interns  to 
create  their  own  jobs  by  writing  and  getting  funding  for  new  programs  in  school 
districts,  which  they  can  then  administer. 

ILLUSTRATIVE  PROGRAMS 

There  are  a  number  of  programs  which  have  attempted  to  remedy  the 
problem  of  the  scarcity  of  women  in  formal  leadership  positions  in  schools. 
Although  some  exemplary  approaches  have  been  isolated  for  discussion  here, 
there  are  many  additional  programs  that  could  just  as  well  be  substituted  for  the 
ones  included,  had  they  but  come  to  the  author's  attention,  or  were  more  detailed 
evaluation  information  available.  The  following  descriptions  are  included  be- 
cause they  have  sufficient  evaluation  data  to  make  a  case  for  their  effectiveness. 

The  suggestion  that  the  effectiveness  of  the  programs  can  be  measured 
warrants  some  discussion  of  the  difficuhies  of  such  a  task.  At  this  point  there  is 
certainly  more  evidence  on  the  issues  than  the  answers.  There  are  several  reasons 
why  this  is  the  case.  It  is  too  soon,  in  many  cases,  for  the  evidence  to  be  in;  there 
is  a  necessary  and  expected  time  lag  between  receipt  of  administrative  certifica- 
tion or  training  and  receipt  of  an  administrative  job  offer.  Additionally,  the 
general  decline  in  enrollment,  cutbacks  in  school  budgets  and  federal  financing 
of  education,  and  the  reluctance  of  many  to  retire  from  teaching  and  administra- 
tion has  made  it  even  more  difficult  to  measure  the  effects  of  the  progi*ams.  Even 
if  th.s  were  not  the  case,  methodological  weaknesses  in  the  evaluations  render 
assessments  difficult:  contr:^l  groups  are  seldom  uscdj  participants  are  not  ran- 
domly selected;  (  .iSting  iiistivments  and  measures  are  inadequate  to  uncover 
subtleties  \n  attitudes,  beliefs,  self  concept,  and  confidence.  Concomitantly, 
more  suppCit  (funding,  institutional,  peer)  har  been  provided  foi  documentation 
of  the  issur.  than  for  developing  a!»i  testing  strategies  of  ciiange.  Finally,  it  is 
nearly  in«jH)ssible  to  separate  the  programs  from  their  larger  context  in  which 
social  change  issues,  particularly  those  concerning  sex  equity,  are  debated.  Par- 
tialing  out  the  effects  of  larger  social  movements  is  not  only  difficult  but  proba- 
bly unwise.  It  is  too  soon  to  determine  if  tl'.crc  has  b'^^n  the  beginning  of 
individual,  organizational,  and  social  change  that  in  the  long  nin  will  shape  a 
world  in  which  women  as  well  as  men  play  substantive  roles  in  all  facets  of 
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schooling.  This  is  an  issue  of  morality  and  excellence;  deciding  who  gets  credit 
(or  blame)  for  these  changes  is  the  province  of  politics.  Moreover,  the  ultimate 
goal  is  change  in  the  gender  imbalance  in  school  leadership — how  it  occurs  is 
less  important  than  that  it  happens. 

AWARE  (Assisting  Women  to  Advance  through  Resources  and  Encourage- 
ment), The  American  Association  of  School  Administrators  (AASA),  through 
funding  from  the  Ford  Foundation,  coordinates  six  project  AWARE  regional 
centers  (Phoenix;  Chapel  Hill,  North  Carolina;  Eugene,  Oregon;  Atlanta;  Lin- 
coln, Massachusetts;  and  Austin,  Texas),  which  attempt  to  promote  women  in 
educational  administration  (Jones  &  Montenegro,  1982,  p.  10). 

Florida  State  University,  A  training  program  to  help  women  overcome 
the  barriers  to  entering  nontraditional  careers  was  given  to  females  from  three 
community  or  junior  colleges  in  Florida  (Thomas,  1979,  p.  5). 

Women  in  Administration,  Hofstra  University,  Annually  since  1980, 
Hofstra  University  has  offered  within  its  administrative  certification  program  a 
three-credit  course,  team-taught  by  an  assistant  superintendent  of  schools,  a 
secondary  school  principal,  a.:d  an  assistant  professor  of  educational  administra- 
tion, which  confronts  a  number  of  barriers  which  have  hindered  women  from 
becoming  school  administrators  (Shakeshaft,  Gilligan,  &  Pierce,  1982). 

ICES  (A  Project  of  Internships,  Certification,  Equity-Leadership,  and  Sup- 
port), ICES  was  a  two-year  project  funded  by  the  Women's  Educational  Equity 
Act  Program  from  1977  to  1979  to  train  women  in  school  administration  and 
place  them  in  leadership  positions  (Adkison,  Bariey,  Schreiner,  Sillin,  &  War- 
ren, n.d,)' 

SEEL  (Sex  Equity  in  Educatioml  Leadership,  SEEL  was  a  three-year 
effort  funded  by  the  Women's  Educational  Equity  Act  Program  from  1977  to 
1979  whose  primary  goal  was  to  build  a  model  to  achieve  sex  equity  in  Oregon's 
school  management  that  could  be  transported  to  other  states  (Stockard,  1980). 

RECOMMENDATIONS 

Although  there  are  a  number  of  unique  barriers  to  women's  access  to 
administrative  positions,  several  approaches  have  been  formalized  that  have 
proved,  in  varying  degrees,  to  be  successful.  How  successful  each  program  or 
strategy  has  been  is  still  to  be  determined.  The  real  measure  of  success  will  be 
seen  in  an  increase  in  the  number  of  women  administrators — this  change,  if  it 
occurs,  will  take  time. 

In  an  attempt  to  summarize  the  efforts  which  have  been  undertaken,  table  5 
provides  a  way  of  relating  strategy  to  barrier  to  use.  Where  available,  evaluation 
outcome  is  also  included. 

The  essential  concept  to  internalize  when  examining  the  strategies  used  to 
counter  barriers  to  women  in  administration  is  that  no  one  strategy  will  solve  the 
problem.  Unless  an  approach  is  used  that  links  equippiiig  women  with  needed 
skills  and  mindsets  to  changing  the  structure  in  which  they  work,  it  is  unlikely 
that  overall,  large-scale  change  will  occur.  No  matter  how  qualified,  how  com- 
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Table  5.  Strategics  for  Increasing  Women's  Access  to  Administrative  Positions 


Strategy 


Barrier(s)  Targeted 


Outcomes 


Examples  of  Use 


Consciousness- 
raising  and 
recruitment  of 
women  into 
preparation 
programs 


Lack  of  support,  en- 
couragement, 
counseling 

Socialization  and  sex 
role  stereotyping 

Lack  of  preparation 


WISA:  Increased  enrollment  of  women  in  cer- 
tification courses  from  20  to  80% 


WISA  N 

ICES     (  Talks  to  educational  groups, 
FLAME  (  professional  organizations 
SEEL  ) 

WISA:  Field-based  courses  taught  whereby 
professors  traveled  to  rural  areas  to  recruit; 
statewide  recruitment  and  selection 

FLAME:  Recruited  applicants  from  local  edu- 
cational agencies 

SEEL:  Counseled  students 

St.  Paul  recruitment  model:  Recruited  35  wom- 
en into  training  program. 


Financial 
assistance 


Lack  of  finances  FLAME:  Interns  completed  training  that  would 

have  otherwise  been  impossible  without  fi- 
nancial assistance 


General  admin- 
istration 
courses  and 
workshops 


ERLC 


Lack  of  preparation/ 
experience 


FLAME:  Some  interns  became  knowledgeable 
in  previously  male-dominated  areas 

ICES:  Interns  kept  high  grade  point  average 
and  impressed  administration  faculty. 
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FLAME:  Interns  were  paid  a  monthly  stipend 

while  taking  leave  of  absence  to  return  to 

graduate  school  full  time 
ICES:  Scholarships  were  given  to  women  to 

attend  university  summer  session  and  ICES 

workshops 

FLAME.  Interns  enrolled  in  full-time  doctoral 
programs 

ICES:  Interns  took  summer  administration 
courses,  woikshops  on  conflict  management, 
business  management,  and  politics  of 
education 

(continued) 


Tabic  5,  (Continued) 


Strategy 


Barricr(s)  targeted 


Outcomes 


Examples  of  use 


WISA:  Evaluated  by  participants  as  important 
activity 


The  Next  Move:  Leadership  and  management 
clinie  for  women  in  higher  education 

WISA:  Workshops  on  conflict  management, 
study  of  power  and  leadership,  time  manage- 
ment, and  grant  writing 


Increase  number 
of  women 
professors  of 
educational 
administration 


Too  few  role  models 


Lack  of  sponsorship 


Courses  and 
workshops 
concerned 
with  specific 
barriers  to 
women  in 
administration 


Poor  self- image /lack 
of  self-confidence 

Lack  of  support,  en- 
couragement, 
counseling 

Socialization  and  sex 
role  stereotyping 

Too  few  lOle  models 

Lack  of  sponsorship 

Sex  discrimination 


ERLC 


FLAME:  Three  women  professors  of  educa- 
tional administration  hired 

WISA:  Courses  team-taught  by  professors  and 
women  administrators 


FLAME:  Three  women  professors  of  educa- 
tional administration  hired 

WISA:  Courses  team-tdUght  by  professors  and 
female  administrators 


AWARE:  Decreased  external  barriers 

Florida  State  University:  Formal  evaluation  in- 
dicates changes  in  goals,  values 

Hofstra  University:  Formal  evaluation  indicates 
changes  in  self-confidence,  goals,  and  jobs 


Social  literacy  training:  Evaluation  indicates 
that  those  who  received  training  v/ere  more 
likely  than  those  who  did  not  to  apply  for 
administrative  position 


AWARE:  Workshops  at  six  project  sites  and  at 
conferences 

Florida  State  University:  Workshops  for  wom- 
en to  encourage  entrance  into  nontraditional 
careers 

Hofstra  University:  Course,  for  women  within 

administrative  certification  program 
ICES:  Workshops  on  educational  equity 
SEEL:  Yeariy  conferences  for  women  in 

administration 
Social  literacy  training:  Training  to  overcome 

internal  factors  that  inhibit  entrance  into 

administrative  careers 


The  Next  Move:  Participants  indicated 
usefulness  of  program 


WISA:  Evaluated  by  participants  as  most  help- 
ful training  activities 


The  Next  Move:  Seminars  for  women 

St.  Paul  recruitment  model:  25-hour  training 
program 

WILL:  Conferences  and  workshops  for  women 
WISA:  Activities  including  understanding  of 

asscrtiveness  training,  sex  role  stereotyping, 

and  socialization 


Curriculum 
materials 


Internship 


Poor  self-image/ 
lack  of  self-con- 
fidence 
Lack  of  support, 
encouragement, 
counseling 
Socialization  and  sex 

role  stereotyping 
Lack  of  preparation 
Too  few  role  models 
Lack  of  network 
Sex  discrimination 


FLAME:  Evaluated  by  participants  as  one  of 
the  most  rewarding  activities;  most  interns 
were  offered  jobs  at  the  conclusion  of  the 
field  experience 


DICEL:  Videotape/modules 


ICES:  Four  videotapes 

SEEL:  Book,  slide-tape,  newsletters 

UCEA:  Six  modules 

WILL:  Modulei 

WISA:  Hiring  procedures  manual 


FLAME:  1 2  women  in  executive-Jevel  in- 
ternships in  noneducational  and  educational 
settings 

ICES:  13  women  in  10-month  internships 
WISA:  12  interns  in  seven  school  districts 

(cont'nued) 
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Table  5.  {Continued) 


Strategy 


Barricr(s)  targeted 


Outcomes 


Examples  of  use 


Support  systems   Lack  of  support,  en- 
couragement, 
counseling 

Family  and  home 
responsibilities 

Lack  of  sponsorship 


Networking 


ERIC 


FLAME:  Majority  of  interns  had  support  of 
family 


Too  few  role  models 
Lack  of  networking 


AWARE:  Networks  increased 


Political  clout      Socialization/sex  role 
stereotyping 
Sex  discrimination 


15;i 


FLAME.  Families  of  interns  were  invited  to 
retreat  workshop  so  they  could  understand 
the  program  and  anticipate  problems;  lamily 
counseling  made  available;  advisory  groups 
of  educators  acted  as  sponsors 

WILL:  Human  Resources  Center  established  to 
provide  support  system 

ICES:  Each  intern  identified  a  support  team  in 
district 

SI'.cl:  Oregon  Women  in  Educational  Admin- 
istration was  formed  as  a  support  group 

SEEL  )  Directories  of  women  in 
UCEAj  administration 
SEEL:  Oregon  Women  in  Educational  Admin- 
istration; link  with  national  organizations 
AWARE  ) 

FLAME    r  Formal  network  systems 
HOFSTRA) 

WIS  A  )  Interns  traveled  to  gain 
FLAME)  visibility 


SEEL:  Oregon  Women  in  Educational 
Administration 


Legal  remedies 
and  affirma- 
tive action 
programs 


Sex  discriminarion 


ConsclGusncss- 
raising  and 
technical  as- 
sistance to 
those  who 
have  impact 
on  hiring  pol- 
icies and 
practices 


Sex  discrimination 
Socialization/sex  roie 

stereotyping 
Lack  of  sponsorship 
Lack  of  network 


Legal  remedies:  Little  documentation  on  the 
number  of  successful  and  unsuccessful  in- 
stances of  litigation 

Affirmative  action  programs:  Effectiveness  of 
affirmative  action  programs  has  not  been 
systematically  studied 


Szewiola  and  Jones  v.  Los  Angeles  United 
School  District 

Oregon:  New  teaching  standards  require  famil- 
iarity with  EEO  concepts  and  laws 


Creating  jobs       Sex  discrimination 


FLAME:  Those  superintendents  who  partici- 
pated were  most  often  supportive  of  interns 

SEEL:  Iptcmal  sponsorship  had  high  atten- 
dance; presentations  to  male  groups  less 
successful 

Judgment  analysis:  Provides  nonsexist  evalua- 
tion (April,  1975) 


WISA:  Developed  hiring  procedures  manual 

for  use  by  school  boards;  held  classes  for 

men  and  women 
UCEA;  Developed  modules  for  professors  of 

educational  administration  and  policy  makers 

in  K-I2  and  higher  education 


FLAME:  School  superintendents  were  asked  to 

participate  in  workshops  and  seminars 
SEEL:  Presentations  made  to  male  groups 


Judgment  analysis.  Technique  used  to  provide 
nondiscriminatory  rating  performance 


Two  FLAME  interns  created  jobs  for 
themselves 


FLAME.  Interns  took  courses  in  grant  writing 
and  submitted  actual  proposals 
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petcnt,  or  how  psychologically  and  emotionally  ready  women  are  to  assume 
administrative  positions  in  schools,  they  are  still  living  and  working  within  a 
society  and  school  organizational  framework  that  is  both  sexist  and  racist.  While 
researchers  need  to  evaluate  the  effectiveness  of  the  proposed  strategies  more 
rigorously,  practitioners  can  still  implement  the  strategies  identified  to  overcome 
bariers  to  women  in  school  administrations.  However,  comprehensive  programs 
that  incorporate  those  strategies  directed  at  the  women  themselves  and  those 
intended  to  change  the  workplace  and  the  gate  keepers  will  be  most  effective  for 
long-term  change. 
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The  Treatment  of  Sex  Equity  in 
Teacher  Education 


David  Sadker  and  Myra  Sadker 


Each  year  approximately  175,000  future  teachers  graduate  from  colleges  and 
universities.  The  postsecondary  training  they  receive  is  integr:!  lo  the  wa:  these 
prospective  teachers  are  prepared  to  work  with  children.  Through  the  curriculum 
and  instruction  of  their  teacher  education  programs,  these  teachers  can  \cam 
about  the  nature  and  impact  of  sex  bias  in  education.  They  can  discuss  curricular 
resources  that  supplement  biased  instructional  materials  and  can  be  trained  in 
instructional  skills  and  approaches  that  are  fair  to  both  female  and  male  students. 
They  can  discuss  Title  IX  and  its  implications  for  education  and  can  learn  about 
outstanding  women,  as  well  as  outstanding  mcn,  v.'ho  have  contributed  to  and 
helped  shape  the  field  of  education.  The  organization,  structure,  and  content  oi 
teacher  preparation  programs  are  crucial  if  this  nation  is  to  attain  elementary  and 
secondary  curricula  and  instruction  tha:  meet  the  needs  and  maximize  the  poten- 
tial of  all  our  students. 

Unfortunately,  teacher  education  programs  do  not  appear  to  be  meeting 
these  goals.  Rather,  through  omission  and  stereotyping  these  programs  may  be 
reinforcing  or  even  creating  biased  teacher  attitudes  and  behaviors.  In  the  follow- 
ing section,  we  provide  evidence  to  document  the  low  level  of  attention  that  sex 
equity  issues  receive  in  teacher  education  programs.  In  the  remaining  sections, 
we  describe  some  of  the  major  efforts  to  bring  sex  equity  into  the  mainstream  of 
teacher  education.  While  our  emphasis  is  on  the  preservice  preparation  of  future 
teachers,  there  is  some  discussion  of  inservice  preparation  for  experienced  teach- 
ers as  well.  Finally,  we  make  recommendations  for  I'uture  research,  policy,  and 
practice. 


The  authors  wish  lo  express  iheir  appreciation  to  Kathr>n  Girard.  Patti  Lather,  and  Susan  Klein  for 
their  excellent  assistance  in  the  conceptualization  of  and  research  for  thi'  chapter. 
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THE  PROBLEM:  A  STRUGGLE  FOR  RECOGNITION 

In  1973  Florence  Howe  reported  that  1 ,200  women's  studies  courses  were 
offered  in  the  nation's  colleges  and  universities.  Fewer  than  ten  of  these  were 
taught  in  schools  or  departments  of  education  (Howe,  1973,  p.  xiii).  In  1975 
Shirley  McCune  and  Martha  Matthews  surveyed  1,200  teacher  education  pro- 
grams and  found  only  184  courses  related  to  women's  issues  in  104  institutions. 
There  were  approximately  43  times  as  many  women's  studies  courses  taught  in 
other  departments  of  this  nation's  postsecondary  institutions.  During  this  time, 
the  American  Association  of  Colleges  for  Teacher  Education  noted  that  any 
"exposure  of  prospective  teachers  to  sex  equity  issues  is  often  elective  ana 
usually  occurs  outside  the  school's  department  of  education"  (Gollnick,  1979, 
p.  16).  In  1979  Howe  surveyed  women's  studies  programs  and  courses  na- 
tionally and  concluded  that  schools  of  education  "were  among  the  most  resistant 
to  the  impact  of  the  women's  movement"  Recently,  Patti  Lather  (1982)  has 
begun  to  update  the  McCune  and  Matthews  listing  of  women's  studies  courses 
and  is  finding  tba?  v^hile  there  are  some  few  but  notable  efforts  both  to  infuse 
existing  courses  and  to  create  separate  courses  with  sex  equity  perspectives,  such 
efforts  in  no  way  reflect  an  institutionalized  commitment  to  sex  equity  in  teacher 
education.  Rather,  such  efforts  have  depended  upon  the  initiative  of  individual 
teacher  educators  who,  as  often  as  not,  battle  the  resistance  of  students,  peers, 
and  administrators  in  their  efforts  to  bring  sex  equity  into  teacher  education. 

A  number  of  reasons  have  been  advanced  to  explain  the  resistance  of 
education  departments  to  sex  equity.  Tobias  (1978)  and  Howe  (1973)  point  out 
that  women's  studies  courses  are  typically  established  because  of  the  activism  of 
female  professors  and  students  who  demand  such  courses.  Political  activism  is 
less  common  amc.ng  students  in  schools  of  education  than  among  students  in 
other  academic  departments  (Antonucci,  1980).  Lather  (1981,  p.  3)  finds  limited 
resources  in  the  political  awareness  and  aspirations  of  education  students  and 
places  the  responsibility  for  promoting  sex  equity  "squarely  on  the  shoulders  of 
teacher  education  faculty." 

Teacher  educators  have  been  less  responsive  to  this  issue  than  faculty  in 
many  other  university  departments — which  is  not  to  say  that  other  departments 
have  been  responsive.  Although  teacher  education  students  are  mainly  women, 
the  university-wide  pattern  of  male-oriented  staflmg  is  also  reflected  in  schools 
of  education.  Approximately  one-third  of  education  faculty  members  are  female, 
but  less  ^han  15%  of  education  chairs  or  deans  are  women  (Gollnick,  1979). 
Female  faculty  members  are  most  frequently  found  in  human  development  and 
curriculum,  and  males  account  for  the  majority  in  research,  administration,  and 
philosophy.  As  in  the  university  at  large,  female  faculty  members  involved  in 
teacher  education  become  even  less  visible  at  the  higher  faculty  ranks,  and 
approximately  75%  of  all  tenured  education  faculty  members  arc  male  (McCune, 
Mathews,  &  Earle,  1978).  In  terms  of  leadership  positions,  females  are  more 
likely  to  be  chairs  of  departments  than  deans  of  schools  or  colleges  of  education; 
more  likely  to  lead  a  teacher  education  program  at  a  Catholic-affiliated  college 
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than  at  a  secular  institution;  and  more  likely  to  lead  an  education  program  at  a 
predominantly  white  institution.  Traditionally,  schools  and  departments  of  edu- 
cation have  provided  a  professional  career  path  for  women  c:  dents.  But  staffing 
patterns  in  teacher  education  send  the  message  to  students  from  elementary 
school  through  graduate  study  that  education  is  directed,  managed,  and  led  by 
men. 

These  staffing  inequities  are  compounded  by  a  general  lack  of  awareners 
among  teacher  education  faculty,  male  and  female,  concerning  the  cost  of  sex 
bias  in  the  classroom  (Kimmel,  1980).  In  most  schools  and  departments  of 
education,  the  overwhelming  perception  is  tnat  sexism  is  of  peripheral  concern 
(Lather,  1981).  As  a  result,  little  research  is  conducted  on  the  issue  of  sex  equity 
and  teacher  education.  Few  nonsexist  teacher  education  f  rograms  have  been 
developed  and  implemented.  In  1981,  Girard  and  her  colleagues  conducted  a 
literature  search  of  the  ERIC  data  base  to  determine  research  and  developments 
in  the  area  of  sex  equity  and  teacher  educ:.tion.  They  found  that  between  1978 
and  1981  there  were  15,782  entries  concerned  with  general  teacher  education. 
An  additional  6,756  entries  were  categorized  as  dealing  with  inservice  education, 
and  3,754  entries  were  concerned  with  perservice  teacher  education.  Of  this  total 
of  22,425  teacher  education  descriptors  in  ERIC,  only  88  concerned  sex  equity 
or  discrimination  or  race  equity.  In  short,  less  than  h  of  1%  of  the  entries  on 
teacher  education  reflected  equity  and/or  discrimination  issues! 

Little  research  and  curriculum  development  is  done  on  sex  equity  and 
teacher  education.  Several  special  courses  have  been  developed  in  schools  and 
departments  of  education  on  this  topic,  but  it  is  unlikely  that  information  con- 
cerning sex  bias  and  sex  equity  is  integrated  in  any  coherent  or  systematic 
manner  into  the  core  courses  of  teacher  education — for  example,  foundations, 
psychology,  and  methods  of  teaching  in  the  varioas  content  areas  (Lathei ,  1982). 

The  structure  and  content  of  teacher  education  texts  provide  insight  into  the 
nature  of  teacher  education  training.  Not  only  is  the  content  cl  these  texts  an 
important  part  of  a  student's  training  as  a  teacher,  but  textbooks  frequently 
provide  professors  with  direction  in  developing  course  syllabi.  In  short,  teacher 
education  texts  provide  us  with  valuable  data  as  to  which  topics,  issues,  and 
skills  are  emphasized,  and  which  are  ignored. 

In  a  comprehensive  line-by-line  analysis  of  the  24  best-selling  teacher 
education  texts  published  after  1972,  Sadker  and  Sadker  (1980)  found  that  23  of 
these  books  gave  less  than  1%  of  their  space  to  the  issue  of  sexism.  Many  of  the 
texts  did  not  treat  the  issue  at  all.  Following  is  a  more  detailed  summary  of  the 
results  of  this  content  analysis. 

Twenty-four  teacher  education  texts  were  analyzed. 

•  Twenty-three  gave  less  than  1%  of  their  space  to  the  issue  of  sexism. 

•  One-third  did  not  mention  the  issue  of  sexism  at  all.  Most  of  the  texts  guilty 
of  this  oversight  are  in  math  and  science — the  areas  where  girls  arc  most 
likely  to  have  achievement  difficulties. 
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•  Not  a  single  text  provided  future  teachers  with  curricular  resources  and  in- 
structional strategics  to  counteract  sexism  in  the  classroom  and  its  harmful 
impact  on  children. 

Four  Foundations  of  Education  or  Introduction  to  Education  texts  were 


•  There  was  over  five  times  as  much  content  space  allocated  to  males  as  to 
females. 

•  Three  of  tiie  four  books  analyzed  did  not  mention  Title  IX  of  the  Education 
Amendments  of  1972,  the  legislation  that  prohibits  sex  discrimination  in 
educational  programs  receiving  federal  financial  assistance.  The  one  book 
that  did  mention  Title  IX  spent  more  space  on  an  unnamed  19th-century 
normal  school  than  on  this  important  current  law  and  its  implications  for 
schools  across  the  country. 

•  Two  of  the  four  books  did  not  discuss  sexism  in  education.  The  most  attention 
any  individual  book  gave  to  this  issue  wis  less  than  ^  of  1%  of  the  total 
content. 

•  One  of  the  fo'jr  books  presents  an  extended  discussion  of  the  advantages  and 
disadvantages  of  a  dual  salary  scale,  one  that  v;ould  pay  female  teachers  less 
than  male  teachers. 

•  Not  one  of  the  books  told  the  history  of  women  in  American  education.  It 
goes  unremarked  that  women  were  denied  access  to  education  (beyond  the 
dame  school)  for  the  first  half  of  this  country's  history. 

«  If  there  is  any  field  to  which  women  have  contributed— both  collectively  and 
individually — it  is  that  of  education.  But  one  would  not  know  it  from  reading 
these  books.  All  four  books  described  Horace  Mann,  but  not  one  mentioned 
Emma  Willard.  One  book  discussed  Vergerius  but  did  not  include  Maria 
Montessori. 

Three  Psychology  of  Education  texts  were  analyzed. 

•  There  was  an  average  of  five  times  as  much  content  space  allocated  to  males 
as  to  females. 

•  Two  of  the  three  books  devoted  less  than  1%  of  their  content  space  to  the 
issue  of  sexism;  the  third  gave  1.7%  of  its  space  to  this  issue. 

•  All  three  books  discussed  the  topic  of  sex  differences,  but  none  provided 
thorough  and  current  analysis  of  the  research  in  this  very  complex  area. 

•  All  three  books  were  written  by  men.  For  every  female  listed  in  the  indexes  of 
these  books,  there  was  an  average  of  more  than  20  males  cited.  On  the 
average,  four  times  more  male  than  female  authors  were  cited  in  the  footnotes 
and  bibliographies.  These  books  tell  the  beginning  teacher  that  educational 
psychology  is  a  field  conceptualized,  studied,  recorded,  and  dominated  by 
men. 
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Seventeen  methods  texts  in  science,  math,  language  arts,  reading,  and 
social  studies  were  analyzed. 

•  In  the  three  science  methods  texts,  an  average  of  seven  times  more  space  was 
given  to  males  than  females. 

•  Results  from  the  National  Assessment  of  Educational  Progress  (NAEP),  the 
most  comprehensive  effort  to  exan^ine  achievement  on  a  national  basis,  show 
that  the  science  achievement  scores  of  males  are  higher  than  those  of  females 
at  both  the  elementary  and  secondary  levels.  Two  of  the  three  science  books 
did  not  mention  this  disparity.  One  did  note  that  girls  are  more  likely  than 
boys  to  have  problems  in  science.  As  important  as  this  would  seem  to  be,  the 
book  spent  far  more  space  on  the  best  buys  in  bath  soaps. 

•  Not  one  of  the  three  math  methods  texts  mentioned  the  issue  of  sexism. 

•  The  National  Assessment  of  Educational  Progress  shows  that  female  students 
fall  farther  and  farther  behind  their  male  counterparts  in  math  achievement  as 
ihey  go  up  through  the  grades.  I  jne  of  the  math  methods  textbooks  men- 
tioned the  problem  or  what  teachers  should  be  doing  to  counteract  it. 

•  In  the  five  reading  texts  analyzed,  an  average  of  more  than  twice  as  much 
space  was  allocated  to  males  than  to  females. 

•  Scores  on  achievement  tests  (including  the  NAEP)  show  that  many  more  boys 
than  girls  have  problems  in  reading.  All  five  of  the  reading  methods  texts 
discussed  sex  differences  in  reading  achievement  and/or  interests.  The  dis- 
cussion is  often  stereotypic  and  inaccurate,  according  to  research  reported  in 
our  chapters  on  reading  and  instructional  materials:  "Boys  show  interest  in 
action  and  aggressiveness  in  the  affairs  of  the  world  and  therefore  prefer 
adventure,  science,  hero  stories,  biography,  history  and  tall  tale while  girls 
still  cling  to  the  fanciful  stories,  myths,  stories  of  chivalry  a.id  romance, 
home  life,  biography,  and  accounts  of  everyday  life"  (Dallmann  et  al.,  1974, 
p.  370). 

•  Three  of  the  five  reading  texts  did  not  mention  the  issue  of  sexism. 

•  The  discussions  of  sex  differences  in  reading  interests  in  two  of  the  four 
language  arts  texts  were  themselves  stereotyped  and  inaccurate.  In  one  in- 
stance, the  stereotyping  pushed  inexorably  on  to  a  rationalization  for  in- 
creased discrimination:  "For  example,  it  has  been  found  that  boys  will  not 
read  *girl  books,'  whereas  girls  will  read  *boy  books.'  Therefore  the  ratio  of 
boy  books  should  be  about  two  to  one  in  the  classroom  library  collection" 
(Rubin,  1975,  p.  191). 

"Of  all  the  means  for  implementing  change,"  writes  Florence  Howe,  "I 
would  place  priority  on  the  education  of  teachers,  both  female  and  male.  .  .  » 
When  teachers  change,  so  docs  everything  in  their  classrooms''  (Howe,  1973, 
p.  xiv).  But  as  the  preceding  discussion  indicates,  teacher  education  has  not 
provided  the  scholarship,  leadership,  direction,  or  impetus  for  change  toward 
equity.  From  staffing  patterns  to  research  activities,  from  bias  in  textbooks  to  the 
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lack  of  women's  studies  courses,  schools  and  departments  of  education  have 
generally  been  impervious  to  the  need  for  reform.  However,  there  have  be  ^  a 
few  bright  spots.  In  the  following  section,  we  shall  describe  some  of  the  pro- 
grams and  projects  that  have  exerted  leadership  in  addressing  sex  equity  and 
teacher  education. 

THE  RESPONSE 
Policy  and  Law 

The  most  widely  known  legal  remedy  for  sex  bias  and  sex  discrimination  in 
education  is  Title  IX  of  the  Education  Amendments  of  1972.  The  regulations  for 
implementing  this  law  are  discussed  in  other  chapters  of  this  book,  and  they  offer 
a  crucial  means  of  eliminating  or  reducing  certain  aspects  of  sex  discrimination 
in  teacher  education.  However,  most  teacher  educators  are  neither  sufficiently 
informed  of,  nor  influenced  by,  the  Title  IX  regulations. 

Legal  remedies  and  policy  statements  at  the  state  level  have  also  fallen  far 
short  of  eliminating  sexism  from  teacher  education  programs.  In  addition  to 
some  state  laws  that  are  similar  to  Title  IX,  a  primary  vehicle  for  state  influence 
has  been  teacher  certification  standards.  A  number  of  states,  including  Min- 
nesota, Wisconsin,  and  Icwa,  have  included  sex  equity  criteria  in  their  accredita- 
tion standards.  Further,  many  states  encourage  and/or  require  teacher  applicants 
to  take  the  National  Teacher  Exam  (ETS)  in  order  to  receive  a  teaching  certifi- 
cate. This  exam  now  includes  several  questions  on  individual  educational  rights, 
including  sex  equity. 

At  the  national  level,  teacher  certification  policy  is  coordinated  by  two 
organizations  that  influence  licensing  requirements  in  most  states.  Organized  in 
1954  by  associations  representing  state  departments  of  education,  the  teaching 
profession,  and  local  boards  of  education,  the  National  Council  for  the  Ac- 
creditation of  Teacher  Education  (NCATE)  accredits  most  teacher  education 
institutions,  which  prepare  over  80%  of  the  nation's  teachers.  NCATE's  goals 
include  the  formulation  and  application  of  standards  to  teacher  education  pro- 
grams and  the  encouragement  of  institutional  self-evaluation. 

In  January  1979,  NCATE  revised  its  Standards  for  Accreditation  of  Teach- 
er Education  to  include  a  clear  commit.iient  to  multicultural  education.  The 
standards  indicate  that  sex  equity  is  viewed  as  part  of  multicultural  education: 

Multicultural  education  could  include  but  not  be  limited  to  experiences  which: 
(1)  Promote  analytical  and  evaluative  abilities  to  confront  issues  such  as 
participatory  democracy,  racism  and  sexism,  and  the  parity  of  power;  (2) 
Develop  skills  for  values  clarification  including  the  study  of  the  manifest  and 
latent  transmission  of  values;  (3)  Examine  the  dynamics  of  diverse  cultures  and 
the  implications  for  developing  teaching  strategics,  and  (4)  Examine  linguistic 
variations  and  diverse  learning  styles  as  2  basis  for  the  development  of 
appropriate  teaching  strategies,  (p.  4) 
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NCATE  applies  this  standard  not  only  in  evaluating  the  content  of  the 
teacher  education  programs  but  also  in  analyzing  other  aspects  of  teacher  educa- 
tion institutions,  including  recruitment,  faculty  development,  and  long-range 
planning.  Before  the  inclusion  of  the  word  "sexism"  in  the  1979  standard,  there 
was  no  mention  of  sexism  or  sex  equity  in  any  of  the  NCATE  standards.  Al- 
though the  inclusion  of  this  standard  represents  some  progress,  its  effectiveness 
in  accomplishing  real  change  in  teacher  education  programs  appears  to  have  been 
minimal.  There  are  a  number  of  reasons  for  this.  First,  for  most  educators  and 
noneducators  alike,  sex  equity  is  not  usually  conside  jd  part  of  multicultural 
education.  While  sex  equity  is  related  to  multicultural  education,  most  people 
consider  it  a  distinct  issue  with  special  implications  for  teacher  training  pro- 
grams. Further,  the  standard  presents  sex  equity  as  an  option,  stating  that  sex 
equity  "could"  be  included.  A  teacher  education  program  without  any  reference 
to  sex  bias  and  sex  equity  but  with  a  strong  program  in  teaching  ethnic  or  racial 
minorities  could  pass  an  evaluation  on  this  standard. 

Second,  a  standard  is  only  as  strong  as  its  enforcement.  In  1979,  the  first 
year  of  the  standard,  67  teacher  education  institutions  were  reviewed,  and  not 
one  of  the  basic  preparation  programs  was  cited  for  "weakness"  in  multicultural 
education.  Only  one  institution  was  found  weak  in  this  area  at  the  advanced 
(graduate)  level  (Woolever,  1981).  Five  schools  were  cited  for  their  "strength" 
in  multicultural  education  at  the  basic  level,  and  four  received  similar  praise  for 
their  graduate  programs. 

The  1980  reviews  indicated  a  toughening  of  this  standard.  Of  the  64 
institutions  reviewed  that  year,  two  were  cited  for  weaknesses  in  multicultural 
education  at  the  basic  level,  and  three  were  cited  at  the  advanced  level.  The  1980 
NCATE  Annual  Report  summarized  these  findings  as  follows: 

Where  failure  to  meet  multicultural  education  standards  2.1.1  and  G-2. 1 . 1  was 
not  a  factor  in  the  denial  of  any  basic  and  only  one  advanced  prograni  in  1979. 
violations  of  multicultural  education  standards  were  cited  in  367c  of  the  1980 
denials  of  basic  programs  and  25%  of  denials  for  advanced  programs.  Wc 
reported  in  1979  that  the  Council  apparently  was  taking  a  "wait  and  sec" 
attitude  with  regard  to  multicultural  education.  Apparently  the  Council  has 
concluded  that  it  has  waited  and  seen  enough,  (p.  7) 

The  National  Association  of  State  Directors  of  Teacher  Education  and 
Certification  (NASDTEC)  is  the  otner  major  interstate  reciprocal  accrediting 
agency.  In  its  1979  standards,  NA.nDTEC  had  several  references  concerning 
teacher  sensitivity  to  cultural,  racial,  and/or  ethnic  groups.  There  was  only  one 
reference  in  the  basic  standards  that  appeared  related  to  sex  equity  concerns.  3.3 
Professional  Education,  standard  111,  states: 

The  program  shall  provide  experiences  which  will  lead  the  tcacl.cr  candidate  to 
develop  those  human  qualities  that  will  enhance  pupil  learnings  to  include  but 
not  be  restricted  to  personal  sclf-cstccin  and  confidence;  open  attitudes  of 
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evaluating  pracliccb  which  affect  social  groups;  and  knowledge,  humaneness, 
and  sensitivity  which  reduce  conflict  and  tension  and  promote  constructive 
interactions  among  people  of  differing  economic,  social,  racial,  ethnic  and 
religious  backgrounds  or  sex,  language,  culti'^al,  and  other  differences,  (p.  17) 

There  is  no  reference  to  sex  equity  in  the  advanced  standards  except  for 
standards  for  school  counselors  (4.4.1.  standard  V),  which  states: 

The  program  shill  assure  understanding  of  family  relations,  societal  forces  and 
cultural  changes  with  particular  reference  to  sex  equity  and  socio-economic, 
ethnic  and  racial  groups,  (p.  96) 

In  fact,  this  standard  is  the  only  one  we  found  at  the  advanced  level,  and  it  is  far 
stronger  than  the  sex  equity  criterion  stated  at  the  basic  or  undergraduate  level. 
Programs  preparing  school  superintendents,  principals,  supervisors,  psychol- 
ogists, social  workers,  and  others  have  no  sex  equity  standards  at  all.  The  limited 
application  of  this  standard  indicates  the  need  for  greater  attention  from 
NASDTEC  to  the  issue  of  sex  equity  in  its  accreditation  criteria. 

The  success  of  NCATE  and  NASDTEC  standards  in  influencing  teacher 
education  programs  to  address  sex  equity  research  and  training  will  depend  upon 
the  inclusion  of  sex  equity  as  a  distinct  and  separate  requirement  and  upon  the 
strength  of  the  enforcement.  Until  this  occurs,  the  NCATE  and  NASDTEC 
standards  will  not  have  sufficient  influence  to  accomplish  major  change  on  the 
issue  of  sex  equity  in  education. 

Resources:  Federal  Agencies  and 
Professional  Associations 

The  federal  government  has  supported  several  programs  concerned  with 
sex  equity  in  preservice  and  inservice  teacher  education.  One  of  these,  the 
Women's  Educational  Equity  Act  (WEEA),  was  enacted  in  1974  and  reenacted 
in  1978  to  promote  educational  equity  for  girls  and  women  in  all  areas  and  at  all 
levels  of  education.  A  recent  analysis  (NACWEP,  1981)  indicated  that  156  of  the 
233  WEEA  products  developed  from  1976  to  i980  were  intended  for  teacher 
education  use,  three  times  the  number  intended  for  student  use.  However,  these 
teacher  education  materials  appear  to  be  targeted  for  inservice  use  by  experi- 
enced teachers.  Few  of  these  WEEA  materials  have  been  developed  for  the 
preservice  teacher.  Consequently,  they  have  been  of  limited  use  for  teacher 
educators  who  wish  to  train  new  teachers  in  skills  requisite  to  the  elimination  of 
sex  bias  in  the  classroom. 

Further,  these  and  the  more  general  sex  equity  products  for  education 
personnel  have  enjoyed  only  limited  dissemination  and  for  the  most  part  have 
been  distributed  to  those  teacher  educators  already  committed  to  sex  equity.  At 
the  preservice  level  especially,  it  is  very  possible  that  the  typical  teacher  educator 
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is  not  even  aware  of  the  existence  of  these  WIEA  materials.  WEEA  has  yet  to 
penetrate  the  mainstream  of  teacher  education. 

Another  major  federal  effort  to  provide  sex  equity  information  and  training 
for  teachers  is  funded  under  Title  IV  of  the  1964  Civil  Xights  Act  (CRA  IV) 
through  training  institutes,  LEA  and  SEA  grants,  and  Sex  Desegregation  As- 
sistance Centers  (SDACs),  which  are  responsible  for  assisting  school  districts  in 
complying  with  Title  IX  and  eliminating  sex  segregation  and  bias  in  educational 
policies,  programs,  and  practices.  These  CRA  IV-sponsored  activities  have  pro- 
vided sex  equity  assistance  not  only  for  inservice  teacher  education,  but  also  to  a 
broad  range  of  individuals  involved  in  education,  including  administrators,  coun- 
selors, school  board  members,  students,  and  parents.  Their  regulations,  howev- 
er, do  not  allow  them  to  provide  assistance  to  postsecondary  institutions,  and 
therefore  they  give  no  services  to  preservice  teacher  education  programs  or  to 
teacher  education  faculties.  It  is  likely  that  approximately  175,000  preservice 
teachers  certified  each  year  have  only  limited  knowledge  cf  sex  bias  in  education 
and  are  taught  few  if  any  skills  to  remedy  this  problem. 

Professional  education  associations  have  also  recognized  the  problem  of 
sex  bias  in  teacher  education  and  have  undertaken  several  actions  to  address  the 
issue.  They  have  sponsored  publications  concerned  with  sexism  in  teacher  edu- 
cation, training  activities  for  members,  revision  of  teacher  certification  standards 
to  reflect  the  importance  of  sex  equity,  and  interest  groups  and  task  forces 
committed  to  promoting  sex  equity  in  education. 

Since  the  early  1970s,  publications  such  as  the  Journal  of  Teacher  Educa- 
(ion.  Social  Education,  and  Phi  Delta  Kappan  have  communicated  research  and 
information  concerning  sexism  in  schools.  Articles  in  these  joumals  have  recog- 
nized the  importance  of  sex  equity  in  education  and  have  introduced  the  topic  to 
many  educators  who  had  been  unaware  of  this  issue.  For  instance,  the  summer 
1975  issue  of  the  Journal  of  Teacher  Education  was  devoted  exclusively  to  this 
topic. 

Organizations  ranging  from  the  American  Educational  Research  Associa- 
tion to  the  National  Council  for  the  Social  Studies,  from  the  American  Associa- 
tion of  Colleges  for  Teacher  Education  to  the  National  Council  of  Teachers  of 
Mathematics  have  built  upon  this  growing  awarene:>s  and  have  generated  prac- 
tical training  sessions  and  scholarly  research  on  sex  equity  in  teacher  education. 
Many  of  these  activities  have  been  sponsored  by  members  who  form  special 
interest  groups  within  the  orga»ii/.ations  to  promote  t^quity  m  teacher  education. 
For  example,  the  American.  Federation  of  Teachers  and  the  National  Education 
Association  have  sponsored  a  number  of  women's  caucuses  throughout  the  na- 
tion as  well  as  sex  equity  inservice  teacher  education  workshops  at  the  state  and 
local  levels. 

In  summary,  although  professii/nai  organizations  have  made  some  attempts 
to  respond  to  problems  of  sex  bias,  persistent  barriers  still  remain.  Articles 
published  in  professional  journals  do  reach  the  entire  membership,  but  they 
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provide  only  a  basic  awareness  of  the  issue  to  those  who  choose  to  read  them. 
Further,  conferences  and  training  provided  by  these  associations  rarely  reach  the 
level  of  preservice  teacher  education,  so  future  teachers  do  not  have  access  to  sex 
equity  research  and  training.  To  a  great  extent,  then,  sex  equity  continues  to  be 
viewed  as  a  special  interest  topic  in  these  associations  and  has  yet  to  be  recog- 
nized as  a  valid  and  pressing  issue  for  both  preservice  and  inservice  eaclier 
education. 

Resources:  Instructional  Materials 

The  major  WE2A  project  targeted  specifically  and  directly  at  preservice 
teacher  education  was  the  Non-Sexist  Teacher  Education  Project  (NSTEP)  co- 
directed  by  Myra  and  David  Sadker  and  based  at  American  University,  Wash- 
ington, D.C.  Consequently,  NSTEP  will  be  discussed  in  some  detail.  The  focus 
of  this  project  was  to  develop  sex  equity  materials  in  those  key  areas  documented 
as  omitted  from  the  most  widely  used  teacher  education  textbooks.  During  1978- 
1979,  NSTEP  contracted  with  authors  to  develop  the  following  units  to  address 
these  deficiencies* 

Rita  Bomstein,  Sexism  in  American  Education."  This  module  examines 
the  nature  and  impact  of  sex  bias  in  schools.  It  1)  presents  a  brief  history  of 
sexism  in  American  education,  2)  provides  information  on  the  emergence  of  the 
increased  awareness  for  sex  equity  from  the  civil  rights  movement  to  the  require- 
ments of  Title  IX,  and  3)  focuses  on  the  challenges  to  education  in  a  time  of 
changing  values  and  norms. 

Linua  Kerber,  "The  Impact  of  Women  on  American  Education."  This  unit 
identifies  the  central  themes  in  the  history  of  women's  access  to  education  and 
the  contributions  women  have  made  American  educational  institutions.  Utiliz- 
ing the  information  found  in  diaries,  local  school  records,  and  the  newsletters  of 
teachers'  organizations  as  well  as  in  other  primary  and  secondary  sources,  the 
module  spans  over  two  hundred  years  of  American  educational  history. 

Joyce  Gall  and  Meredith  Gall,  "Boys  and  Girls  in  School:  A  Psychological 
Perspective."  This  module  takes  a  close  look  at  what  the  best  available  research 
says  about  sex  differences  and  similarities  in  six  major  areas:  (1)  school  achieve- 
ment in  math  and  science,  (2)  school  achievement  in  reading  and  writing,  (3) 
school  achievement  in  social  studies  and  humanities,  (4)  school  grades,  (5) 
exceptional  learners  (handicapped  and  gifted),  and  (6)  personality  character- 
istics. 

Myra  Sadker  and  David  Sadker,  "Between  Teacher  and  Student:  Over- 
coming Sex  Bias  in  the  Classroom."  This  module  examiiies  the  research  on  sex 
bias  in  teacher  expectations  and  interaction  patterns.  It  offers  several  classroom 
scenarios  and  gives  readers  the  opportunity  to  a:  lyze  these  vignettes  for  poten- 
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tial  bias  in  the  way  teachers  treat  male  and  female  students.  A  variety  of  observa- 
tion systems  are  provided  so  that  teacher  candidates  can  assess  the  nature  and 
degree  of  sex  bias  in  the  real  world  of  the  classroom. 

Donna  Gollnick,  Myra  Sadk.  r,  and  David  Sadker,  "Beyond  the  Dick  and 
Jane  Syndrome:  Confronting  Sex  Bias  in  Insf  ictional  Materials."  This  module 
describes  six  form:>  of  bias  that  often  characterize  instructional  materials:  invis- 
ibility, stereotyping,  imbalance,  unreality,  fragmentation,  and  linguistic  bias.  A 
variety  of  exercises  allow  teacher  candidates  to  analyze  passages  from  elemen- 
tary and  secondary  school  texts  for  sex  bias. 

Patricia  Schmuck  and  Richard  Schmjck,  "f.  jmoting  Sex  Equity  in  School 
Organizations/*  This  unit  uses  three  paradigms — biological,  psychological,  and 
sociological — to  explain  sex  differences  in  schools.  It  explores  in  some  detail  a 
fourth  paradigm — one  drawn  from  a  social  psychulog'^^al  perspective.  The  au- 
thors draw  a  portrait  oi  the  school  as  a  miniature  society,  a  setting  that  has  a 
unique  culture  and  social  structure  that  may  either  encourage  or  inhibit  sex 
equity. 

Five  of  these  six  modules  were  field  tested  during  1979-1980  at  10  teacher 
education  institutions  selected  for  diversity  in  geographic  location,  size,  nature 
of  the  institution,  and  student  population.  An  independent  evaluation  (Stake  & 
Stake,  1980)  was  conducted  to  assess  the  impact  of  the  NSTEP  curriculum.  The 
Stakes  administered  pre-  and  post-trial  attitude  surveys,  made  on-site  observa- 
tions, and  interviewed  instructors  and  students  at  each  of  the  sites.  In  addition, 
students  and  instructors  at  each  site  kept  logs  in  which  they  recorded  their 
reactions  to  the  NSTEP  materi<<'s. 

The  results  showed  that  students  responded  positively  to  the  NSTEP  sex 
equity  materials.  Ten  times  as  many  students  found  the  materials  "relevant**  as 
found  the»n  "not  relevant,**  and  five  times  as  many  students  indicated  the  equity 
issues  presented  in  the  materials  were  "timely"  as  opposed  to  "out-of-date.**  In 
terms  of  written  quality,  five  times  as  many  students  characterized  the  NSTEP 
materials  as  "well  written**  as  opposed  to  "pooriy  written,*'  and  eight  times  as 
many  students  perceived  the  equity  issues  presented  in  the  modules  as  "clear**  as 
opposed  to  "confusing." 

Through  attitude  surveys  administered  at  the  sites,  students  reported  that 
sex  equity  is  an  important  issue,  one  that  should  continue  to  be  taught  in  educa- 
tion courses.  Students  also  indicated  that  their  perception  of  the  importance  of 
sex  equity  increased  after  using  the  NSTEP  materials.  Following  exposure  to 
NSTEP  materials,  20  of  27  (or  74%)  of  the  classes  in  the  field  trial  showed  an 
increase  m  their  rating  of  sex  equity  as  an  important  issue,  giving  it  a  significant 
gain  in  importance  over  control  topics  such  as  teenage  drinking  and  drugs  and 
developing  new  energy  sources.  Further,  77%  of  the  students  felt  that  as  a  result 
of  their  readings  and  discussions  they  had  a  better  understanding  of  how  teachers 
can  influence  the  sex  stereotyping  of  students.  Thus,  it  appears  that  sex  equity 
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became  a  priority  among  these  education  students  who  were  exposed  to  the 
NSTEP  materials. 

However,  not  all  teacher  education  students  reported  positive  attitudes 
toward  topics  related  to  sex  equity  in  education.  Sometimes  students  were  not 
ready  or  willing  to  accept  the  teaching  of  the  NSTEP  materials  on  religious 
grounds: 

I  believe  absolutely  that  women  should  have  equal  opportunities.  If  they're 
doing  the  same  job  and  if  they  can  do  the  same  job  well  enough  they  should  be 
paid  the  same.  But  as  far  as  all  the  other  stuff  about  women's  lib,  the  woman 
being  the  head  of  the  house,  anything  along  that  line,  I'd  be  absolutely  against 
it  because  I  am  a  Bom  Again  Christian  and  I  know  the  Bible  is  the  Word  of 
God.  ...  I  wouldn't  recommend  the  materials  and  I  wouldn't  want  to  read 
more. 

There  were  a  variety  of  other  objections.  A  student  from  Illinois  commented: 

There  has  to  be  a  reason  fo'  men  and  women  to  fit  into  roles.  Might  be  a 
natural  law — it  would  be  the  same  if  we  started  all  over  again. 

A  female  student  said: 

I  think  most  students  were  dissatisfied.  Some  commented  that  the  information 
and  materials  were  outdated  and  the  idea  of  sexism  overdone.  I  am  left  with  the 
impression  that  the  class  members  have  already  grown  past  the  content  of  the 
materials.  The  boob  tube  beat  the  author  to  it. 

And  this  from  a  Houston  student: 

After  reading  one  of  the  modules  I  felt  hostile  about  it.  i  think  it  was  kind  of 
attacking  me  as  a  teacher.  It  says  you  are  going  to  do  this  and  that  and  I'm 
saying  I  don't  think  that  I  do  that.  But  even  though  I  did  get  a  negative 
reaction,  I'm  glad  I  read  it.  (Stake  &  Stake,  1980) 

One  of  the  most  interesting  findings  concerned  the  large  number  of  stu- 
dents who  reported  experiencing  a  critical  insight.  All  educators  expect  and 
believe  that  everyone  in  a  class  will  gain  new  understandings  as  a  result  of  taking 
the  class,  but  moments  of  insight  rarely  occur,  even  in  the  best  of  sessions.  The 
evaluators  of  the  NSTEP  curriculum  Acre  prepared  to  acknowledge  the  teaching 
of  NSTEP  materials  as  successful  if  even  15%  of  the  students  responded  that  they 
had  experienced  "a  moment  of  special  insight,  something  to  be  remembered  for 
a  long  time." 

The  student  response  during  the  NSTEP  field  study  far  exceeded  these 
expectations.  Over  50%  of  the  students  who  participated  in  the  field  trial  indi- 
cated that  they  had  experienced  such  an  insight  while  studying  NSTEP  materials. 
For  example,  here's  how  one  student  described  this  msight. 
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I  read  it  cover  to  cover.  I  agreed  with  it.  I  wasn't  aware  of  it,  but  so  many 
times  while  I  was  reading  it  a  light  went  on,  and  I  said,  **Yeah.  yeah,  that's 
what  happens."  I  wasn't  looking  for  it,  sexism,  but  now  I'm  aware  of  it,  I 
heard  it,  and  it  was  like  a  slap  across  the  face.  I  heard  it,  and  it  was  just  like  a 
screech.  I  was  very  glad  that  I  had  the  opportunity  to  read  it  [the  module).  Next 
semester,  I'll  be  student-teaching  and  I  know  I'll  have  it  as  a  top  priority, 
something  to  conquer. 

While  several  WEEA  projects  have  attempted  to  incorporate  sex  equity 
into  inservice  teacher  preparation,  the  Non-Sexist  Teacher  Education  Project  has 
been  the  major  preservice  WEEA  endeavor  to  integrate  sex  equity  content  into 
teacher  preparation  courses.  The  material  from  this  and  other  related  teacher 
education  projects  has  been  incorporated  into  Sex  Equity  Handbook  for  Schools 
(Sadker  &  Sadker,  1982),  which  is  in  use  in  a  number  of  the  m  ion's  colleges. 
Although  originally  designed  for  preservice  teacher  education,  the  Handbook 
and  its  acconipanyir-g  Guide  for  Sex  Equity  Training  provide  the  material  for 
inservice  teacher  education  programs  as  well.  WEEA  has  also  supported  scores 
of  other  teacher  training  projects,  most  of  which  are  designed  for  inservice 
teacher  education.  Many  focus  on  specific  curriculum  areas  and  will  be  disc  ^sed 
in  subsequent  chapters. 

RECOMMENDATfONS 

The  following  are  recommendations  for  integrating  sex  equity  issues  ^nto 
teacher  education  programs  so  that  teachers  will  attain  knowledge  and  skills  for 
effective  instruction  of  both  male  and  female  students. 

Postsecondary  Teacher  Education  Programs 

Step  J:  Self-evaluation.  Review  education  policies  and  practices  to  en- 
sure that  sex  bias  and  discrimination  are  not  part  of  ongoing  teacher  education 
activities.  This  institutional  self-evaluation  should  include,  but  not  be  limited  to, 
a  review  and  plan  to  correct  any  sex  bias  found  in 

a.  curricular  materials,  syllabi,  and  textbooks; 

b.  recruitment,  employment,  promotion,  and  tenure  practices; 

c.  administrative  and  committee  assignments; 

d.  brochures,  policy  statements,  student-teacher  evaluation  forms,  and  so 
forth; 

e.  the  enrollment  of  male  and  female  students  in  graduate  and  undergraduate 


f.   institutional  compliance  with  Title  IX  and  other  antidiscrimination  laws  and 
regulations. 

Step  2.  Remediation  and  Integration,  Schools  and  departments  of  educa- 
tion should  correct  any  forms  of  bias  found  as  a  result  of  these  sclf-eva.uations. 


programs; 
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This  remediation  can  be  accomplished  through  the.  establishment  of  revised 
policies  and  practices,  the  actions  of  standi::g  committees,  or  the  formation  of 
special  task  forces  or  ad  hoc  committees.  Selected  objectives  that  should  be 
addressed  include 

a.  ensuring  that  information  concerning  Title  IX  and  antidiscrimination  legisla- 
tion is  disseminated  to  education  faculty  and  students; 

b.  integrating  sex  equity  information  into  the  mainstream  of  teacher  education 
courses  and  programs,  including  a  knowledge  of  the  history  and  contribu- 
tions of  women  to  education,  studies  of  sex  differences,  strategies  for  identi- 
fying and  revising  sex  bias  in  K-I2  curricular  materials,  and  so  forth; 

c.  providing  inservice  training  to  teacher  educa.  ;rs  to  ensure  that  they  are 
knowledgeable  about  and  skiiied  in  sex  equity  issues; 

d.  developing  and  implementing  specialized  courses  dealing  with  sex  equity 
and  education  and  encouraging  students  to  choose  these  topics  for  theses, 
dissertations,  and  icsearch  papers. 

Step  3:  Skilh  Training.  Effective  teacher  education  programs  are  marked 
by  clinical  components.  Knowledge  of  effective  instructional  strategies  must  be 
translated  into  behaviors  in  order  to  be  successful.  Therefore,  departments  and 
schools  of  education  should 

a.  revise  methods  of  teaching,  microteaching  clinics,  and  other  skills  develop- 
ment courses  to  ensure  the  inclusion  of  .>v;x-equitable  teaching  skills; 

b.  modify  student  teaching  evaluation  forms,  seminars,  and  supervisory  ses- 
sions to  include  sex  equity  concerns; 

c.  provide  inservice  training  to  teacher  education  faculty  members  to  ensure 
that  their  own  teaching  demonstrates  and  models  sex  equity; 

d.  provide  inservice  training  to  inservice  teachers  and  supervisors  in  local 
school  districts  to  promote  knowledge  of  and  skills  in  sex  equity. 

Step  4.  Research  and  Development.  Aside  from  preparing  and  retraining 
teachers,  schook  and  depart). .ents  of  education  should  provide  leadership  in 
developing  new  frontiers  of  knowledge  related  to  educational  issues.  To  this  end, 
teacher  educators  should  encourage  graduate-level  research  into  the  nature  and 
impact  of  sex  bias  and  sex  discrimination,  as  well  as  rigorous  assessments  of  the 
efficacy  of  proposed  treatments. 

Teacher  Accreditation  Agencies 

As  part  of  their  accreditation  function*  these  agencies  should 

L  develop  and  incorporate  sex  equity  knowledge  and  skills  into  both  basic  and 
advanced  teacher  certification  standards,  which  .should  include  direct  and 
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substantive  sex  equity  requirements  at  both  the  knowledge  and  the  skills 
level; 

2.  insure  that  accreditation  review  teams  include  individuals  with  expertise  in 
the  area  of  combating  sexism  in  education; 

3*  develop  and  implement  standards  to  ensure  equal  opportunity  employment 
in  schools/departments  of  education. 

Federal  and  State  Agencies 

Federal  and  state  agencies  should 

1,  support  the  research,  development,  and  implementation  of  accreditation 
guidelines  and  course  requirements  which  are  responsive  to  problems  of  sex 
bias  and  discrimination  in  education; 

2»  ensure  that  federal  and  state  standards,  boards,  and  related  educational  com- 
mittees include  individuals  with  expertise  in  sex  equity; 

3.  support  inservice  sex  equity  training  for  supervisors,  teachers,  and  particu- 
larly teacher  educators  ^.  iistitutions  of  higher  education; 

4.  fund  and  utilize  research  efforts  to  explore  the  nature  and  impact  of  sex  bias 
in  education,  the  nature  of  sex  differences,  and  the  development  of  new 
strategies  and  technologies  to  combat  sexism  in  teacher  education; 

5.  promote  proc  edures  for  teacher  evaluation  and  tenure  decisions  which  incor- 
porate criteria  related  to  sex  equity. 

Teacher  Education  Textbook  Publishers 

As  purveyors  of  classroom  materials,  textbook  publishers  should 

1.  provide  a  balanced  and  accurate  portrayal  of  contributions  women  have 
made  to  education  and,  when  pertinent,  to  related  fields; 

2  provide  a  balanced  and  accurate  portrayal  of  the  barriers  that  have  con- 
fronted women  in  gaining  access  to  and  equal  treatment  in  the  educational 
process; 

3.  provide  an  analysis  of  the  issue  of  sexism  in  its  current  educational  and 
social  context; 

4.  offer  curricular  and  instructional  strategies  and  resources  to  help  future 
teachers  create  sex-fair  classrooms; 

5.  provide  an  up-to-date,  accurate,  and  comprehensive  analysis  of  the  research 
on  sex  differences;. 

6>  integrate  information  on  women,  sexism,  and  related  issues  throughout  the 
text  rathei  than  segregating  these  issues  in  separate  inserts  or  sections; 

7.  provide  equitable  representation  of  females  and  males  in  illustrative 
materials; 

8.  avoid  promoting  sex  bias  through  use  of  sexist  language; 

9.  portray  characters  who  exhibit  a  full  range  of  behaviors,  abilities,  values. 
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and  roles,  and  who  avoid  assumptions  and  generalizations  that  reflect  sex 
role  stereotypes. 

At  this  point,  the  integration  of  sex  equity  into  teacher  education  is  more 
hope  than  reality.  But  it  is  essential  that  aspiration  be  translated  into  daily 
practice.  As  a  recent  editorial  in  the  Journal  of  Teacher  Education  (Sadker, 
Sadker,  &  Hicks,  1980)  stated: 

Wc  cannot  afford  to  prepare  another  generation  of  teachers  who  will  be  likely  to 
promote  rather  than  eliminate  sex  bias.  The  loss  of  human  potential  is  too  great. 
Sex  equity  in  teacher  preparation  must  be  a  priority  for  this  decade. 
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PAUT  III 


General  Educational  Practices 
for  Promoting  Sex  Equity 


Patricia  B.  Campbell 


!n  education  there  are  a  number  of  general  practices  that  cut  across  both  content 
area  and  grade  level.  These  practices  are  generally  seen  as  the  framework  on  which 
schooling  is  built.  The  three  most  basic  and  most  important  of  these  areas  are 
educational  testing,  classroom  climate,  and  instructional  materials.  The  following 
section  takes  each  of  these  three  areas  and  exammes  them,  from  a  research 
perspective,  in  terms  of  how  they  are  affected  by  both  sex-biased  and  sex- 
equitable  procedures.  The  chapters  also  describe  now  stereotyped  and  non- 
stereotyped  educational  practices  influence  education  and  those  being  educated. 

The  following  assumptions  are  commor  to  the  three  chapters  composing 
this  section: 

1.  Structures  of  the  larger  society  are  reproduced  in  the  schools 

2.  Sex-equitable  general  educational  practices  can  be  created,  and 

3.  Sex-equitable  general  educational  practices  have  at  best  positive,  and  at 
worst  neutral,  effects  on  students 

Using  a  research  base,  these  assumptions  are  presented  and  examined  in 
each  of  the  three  areas,  educational  testing,  classroom  climate,  and  instructional 
materials. 

In  chapter  10,  Diamond  and  Tittle  discuss,  from  a  historical  perspective, 
how  testing  reflected  stereotypes  about  women  and  men  in  item  content  and  in 
the  interpretation  of  test  results.  They  also  cover  ways  that  testing  has  changed 
due  to  the  influence  both  of  Title  IX  and  of  those  researchers  working  to  make 
testing  more  sex  equitable  and  more  accurate. 

Lockheed,  in  chapter  11,  discusses  sex  inequities  in  coeducational  class- 
room organization  and  climate  and  descriljs  efforts  to  reduce  the  negative  ef- 
fects of  these  sex  inequities.  Like  Diamond  and  Tittle,  she  shows  that  the  class- 
room is  frequently  a  microcosm  of  the  larger  society  with  its  segregation  of  the 
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sexes  and  male  preeminence,  but  that  with  effort,  these  patterns  can  be  changed 
to  make  the  classroom  a  more  equitable  place. 

In  chapter  12,  Scott  and  Schau  examine  the  effects  of  gender-related  char- 
acteristics of  instructional  materials  on  students.  Specifically,  they  discuss  how 
sex-biased  language  distorts  perceptions  of  reality  and  how  sex-equitable  mate- 
rials affect  students'  attitudes  about  sex  roles,  motivation  to  learn,  and 
comprehension. 

While  the  organization  of  all  tnree  chapters  is  based  on  the  three  assump- 
tions listed  earlier,  there  are  some  major  differences  as  well.  Instructional  mate- 
rials was  the  first  major  topic  area  studit-  in  regard  to  sex  stereotyping  in 
education.  Many  studies  were  done  documenting  the  preponderance  of  boys  and 
men  in  instructional  materials  and  the  severe  stereotyping  of  roles.  Somewhere 
over  50  different  sets  of  guidelines  were  developed  by  lesearchers,  activists, 
publishers,  and  some  states  to  reduce  stereotyping  in  instructional  materials.  This 
topic  has  been  paid  much  attention,  has  generated  much  controversy  and  is  based 
upon  much  somewhat  methodologically  unsophisticated  descriptive  research. 

Testing  has  also  been  extensively  studied  in  terms  of  stereotyping  and  bias, 
but  from  a  different  perspective  than  instructional  materials.  The  emphasis  has 
been  on  influences  on  test  scores  and  on  the  effects  of  biased  tests  on  both  scores 
and  decision  making.  Research  has,  in  general,  been  somewhat  technical  in 
nature  (for  example,  comparisons  of  the  effects  of  dual-  versus  single-sex  norms) 
and  has  been  somewhat  removed  from  public  discussion.  Charges  about  feminist 
censorship  are  regularly  made  about  work  in  instructional  materials;  rarely  is 
anything  said  about  effects  of  or  efforts  to  rectify  sex  bias  in  testing.  As  Diamond 
?nd  Tittle  indicate,  tren.endous  changes  have  occurred  in  testing  in  the  past  10 
years  that  have  made  it  more  equitable  and  more  accurate.  These  changes,  while 
in  all  probability  more  far-reaching  than  the  changes  in  instructional  materials, 
have  occurred  without  much  public  knowledge. 

The  third  area,  classroom  climate,  is  quite  different  from  the  other  two. 
Although  it  is  perhaps  the  most  influential  of  the  general  educational  practices, 
little  attention  has  been  paid  to  this  area  and  little  research  has  been  done  on  the 
effects  of  stercotjping  on  classroom  climate.  No  specific  legislation  has  high- 
lighted this  area.  Title  IX  regulations  specifically  cover  biased  testing  and  specif- 
ically exclude  instructional  materials.  However,  legislation  in  states  such  a^  New 
Jersey,  Massachusetts,  and  California  does  prohibit  sex-biased  instructional  ma- 
terials. Although  the  general  wording  of  Title  IX  n^iy  be  interpreted  as  including 
nondiscrimination  in  classroom  interactions,  no  legislation  has  tried  to  deal  spe- 
cifically with  this  general  educational  practice.  The  lack  of  both  research  and 
specific  legislation  means  that  this  area  has  essentially  been  ignored.  Lockheed 
has,  however,  pulled  together  the  small  amount  of  research  that  has  been  done 
and  the  programs  that  have  been  established  to  demonstrate  the  importance  of 
this  area  and  the  need  to  pay  it  the  attention  it  deserves. 

While  the  major  emphasis  of  this  section  is  on  the  effects  of  sex-biased  and 
srx-equitable  educational  practices  on  students,  there  is  a  second  emphasis  as 
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well.  Stereotypes  in  classroom  climate,  instructional  materials,  and,  most  impor- 
tantly, educational  testing  can  have  a  strong  biasing  effect  on  research  and  can 
lead  to  inaccurate  research  results.  For  example,  male  superiority  in  some  types 
of  mathematics  may  be  due  to  test  items  that  favor  boys  (such  as  objective  items, 
items  with  males  featured,  items  dealing  with  mechanics),  a  classroom  climate 
where  boys  receive  more  opportunities  to  do  mathematics  and  get  more  feedback 
on  their  efforts,  instructional  materials  that  present  boys  as  skilled  in  mathemat- 
ics and  females  as  not,  or  some  combination  of  the  above.  Yet  these  variables  are 
rarely  considered  in  research  on  sex  differences.  In  each  of  the  chapters,  the 
authors  bring  out  a  number  of  findings  that  may  have  long-range  implications  not 
just  for  research  on  sex  differences  and  sex  stereotyping  but  on  the  design  and 
interpretation  of  educational  research  in  general. 

While  the  emphasis  of  this  section  and,  indeed,  of  the  book,  is  sex  equity 
in  education,  Scott  and  Schau  remind  us  in  chapter  12  that  other  areas  of  bias 
such  as  race,  ethnicity,  age,  handicapping  condition,  and  religious  preference  are 
of  equal  importance  with  sex  bias  and  are  usually  combined  with  it.  Although 
these  ai^as  are  not  dealt  with  in  any  depth  in  this  section,  they  are  factors  in 
studies  of  sex  bias  and  need  to  be  considered.  As  Scott  and  Schau  co'  ment,  the 
issues  and  answers  are  frequently  very  similar  across  areas  of  bias.  Although 
they  are  specifically  discussing  instructional  materials,  their  comments  hold  as 
well  in  testing  and  classroom  clir^iate,  where  issues  of  bias  toward  and  isolation 
of  minorities  are  critical.  Also,  it  is  clear  that  there  can  be  no  real  sex  equity  in 
education  while  bias  and  unequal  treatment  in  education  exist  based  on  charac* 
teristics  such  as  ethnic  background  or  religion. 

In  general,  the  tone  of  this  section  is  quite  positive.  Although,  as  the  initial 
assumptions  imply,  general  educational  practices  have  not  been  equitable  in  the 
past,  during  the  last  12  years  there  have  been  many  positive  changes  in  all  three 
areas.  Alliiough  much  more  research  needs  to  be  conducted  and  changes  need  to 
be  institutionalized  on  a  long-term  basis,  preliminary  results  appear  to  indicate 
that  these  changes  are  having  positive  effects  on  students. 

The  following  chapters  are  excellent  summaries  of  where  we  have  been 
and  where  we  may  be  going.  They  may  depress  you  or  fill  you  with  elation; 
however,  they  will  i  .brm  you  and  will  further  your  thinking  about  sex  equity  in 
education. 
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Sex  Equity  in  Testing 


Esther  E.  Diamond  and  Carol  Kehr  Tittle 


Sex  equity  in  education  and  educational  research  is  pot  possible  unless  there  is 
also  sex  equity  in  the  educational  and  psychological  measurements  used  to  gener- 
alize from  research  findings  and  to  make  educational  and  vocational  decisions 
about  women  and  men.  Examples  of  such  uses  are  admission  to  particular  schoo! 
programs  and  to  institutions  of  higher  education,  and  counseling  students  about 
their  educational  and  vocationai  plans. 

The  regulations  for  Title  IX  of  the  Education  Amendments  of  1972,  which 
prohibit  discrimination  on  the  basis  of  sex  in  educational  programs  or  activities 
supported  by  federal  funds,  forbid  discrimination  in  the  use  of  appraisal  and 
counseling  materials.  Specific  prohibitions  include  use  of  numerical  limitations 
and  biased  tests  that  favor  one  sex  or  the  other  and  admission  policies  that 
discriminate  on  the  basis  of  marital  or  parental  status  (Department  of  Health, 
Education,  and  Welfare,  1975). 

Despite  these  specific  regulations  for  Title  IX,  sex  bias  in  testing  remains  a 
highly  controversial  issue  far  from  resolution,  largely  because  we  are  still  learn- 
ing about  its  nature  and  effects.  This  chapter  will  deal  with  sex  equity  in  tests  of 
achievement,  developed  abilities,  and  interests  because  tests  in  these  areas  are 
most  common  in  making  educational  and  vocational  decisions.  They  also  repre- 
sent the  areas  most  commonly  criticized  for  sex  bias  in  testing.  And  because  sex 
bias  in  testing  has  consequences  for  decisions  affecting  women  to  a  far  greater 
extent  than  is  true  of  men,  the  main  emphasis  will  be  on  bias  affecting  women. 

The  question  of  bias  in  tests  is  raised  when  two  or  more  groups — for 
example,  females  and  males — respond  differently  to  the  test  items.  The  dif- 
ferences found  in  most  tests  of  general  abilities,  aptitudes,  and  achievement 
depend  largely  on  the  mix  of  items  included  in  the  tests.  A  word  of  caution  is 
appropriate  when  examining  studies  of  sex  differences  in  test  performance.  As 
Hyde  (1981)  points  out,  "well  established"  gender  differences  have  come  to  be 
equated  with  "large"  or  sizable**  gender  differences,  Hyde  applied  meta-analy- 
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sis  to  the  studies  cited  by  Maccoby  and  Jacklin  and  found  that  gender  differences 
accounted  for  only  1%  of  the  variance  in  verbal  ability  and  general  ability,  4%  in 
visual-spatial  ability,  and  about  2i%  in  visual-analytit  spatial  ability.  These 
differences  were  too  small  to  account  for  the  differences  in  the  occupational 
distributions  of  females  and  males  in  engineering  and  comparable  fields  tradi- 
tionally dominated  by  males.  In  1978,  for  example,  women  accounted  for  only 
1.5%  of  the  total  labor  force  of  engineers,  and  in  1979  women  v;ere  only  10.8% 
of  the  Ph.D.  labor  force  in  science  and  engineering  (Vetter,  1981).  Hyde  also 
expressed  concern  about  the  tendency  of  many  counselors  to  give  undue  weight 
to  these  differences  in  the  vocational  counseling  of  students. 

D£x«INING  SEX  BIAS  IN  TESTING: 
ISSUES  AND  ANSWERS 

The  terms  bias  and  fairness  have  often  been  used  as  though  they  are  flip 
sides  of  the  same  coin.  Currently,  however,  the  consensus  seems  to  be  to  view 
bias  as  referring  to  the  intrinsic  characteristics  of  a  test — content,  the  construct  or 
constructs  the  test  is  supposedly  measuring,  and  the  context  within  which  the 
content  is  embedded,  while  unfairness  refers  to  eihical  questions  involving  use  of 
the  test  results.  Bias  is  considered  to  occur  when  two  individuals  of  equal  ability 
but  from  different  groups  respond  differently  to  a  test  item  and  therefore  do  not 
have  the  same  probability  of  success  on  the  item. 

Other  Definitions 

Other  definitions  of  sex  bias  have  been  closely  tied  to  the  methods  of 
detecting  its  existence.  One  such  method  is  judgmental.  In  one  aspect  of  this 
method,  a  test  is  considered  biased  if  the  number  of  characters  or  referents  of  one 
sex  exceeds  the  number  represented  by  the  other  sex  and  if  the  roles  of  i..e 
characters  are  presented  stereotypically — for  example,  if  girls  are  consistently 
portrayed  as  being  passive,  timid,  and  compliant,  while  boys  are  adventurous, 
active,  innovative,  and  good  at  solving  problems.  Cole  (1981)  pointed  out  the 
necessity  forconsidenng  another  aspect  of  judgmental  bias  detection — Judgment 
involving  item  content  that  is  irrelevant  to  the  intended  construct  but  that  might 
elicit  different  responses  to  items  from  different  groups  such  as  females  and 
males,  or  minority  groups.  Still  other  methods  define  and  detect  bias  statistically. 

Sources  of  Sex  Bias  in  Testing 

Definitions  of  sex  bias  (as  di?:tinguished  from  unfairness)  cannot  be  consid- 
ered apart  from  the  sources  of  that  bias.  Anastasi  (1973)  discussed  tne  role  of 
social  expectancy  in  female-male  differences  in  test  performance.  Closer  identi- 
fication with  the  masculine  sex  role  among  both  men  and  women  is  associated 
with  superior  problem-solving  skill,  which  is  critical  in  tests  of  mathematical 
reasoning.  Individuals  exhibiting  more  dependency  and  social  conformity  have 
been  shown  to  be  less  successful  in  breaking  a  set  of  restructuring  elements  in 
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problem  solving.  Traditional  female  experience  and  role  models,  Anastasi  rea- 
soned, may  have  encouraged  greater  dependency  and  social  conformity  among 
girls  in  our  culture  than  among  boys. 

Many  of  the  differences  between  men  and  women  in  test  performance  have 
been  attributed  to  differences  in  the  socialization  process;  exposure  to  different 
sets  of  experiences;  different  attitudes  and  expectations  on  the  part  of  parents, 
teachers,  and  other  school  personnel;  encouragement  to  take  certain  courses  and 
reject  others;  and  career  expectations  that  follow  stereotypical  lines.  Test  content 
often  refleccs  experiences  that  traditional  social  roles  have  closed  to  women  or 
discouraged  liicm  from  exploring.  Often  tiie  item  pool  in  an  area  traditionally 
considered  one  in  which  males  are  dominant  tends  to  be  based  on  male  experi- 
ences or  to  use  male  referents  iM-iny  women,  for  example,  have  not  been 
exposed  to  such  tasks  as  bluep;int  reading  or  understanding  how  a  carburetor 
works.  Yet,  understanding  the  sp^  al  relations  between  parts  of  a  pattern  may 
well  require  skills  highly  similar  to  those  involved  in  blueprint  reading,  and 
understanding  how  a  sewing  machine  works  may  involve  the  kmds  of  concepts 
involved  in  understajtiding  how  a  carburetor  works. 

SEX  DIFFERENCES  AND  SEX  EQUITY 
IN  ACHIEVEMENT  TESTS 

There  is  no  single  piece  of  evidence  that  permits  test  users  to  decide  thai  a 
test  is  sex-fair.  Many  of  the  procedures  used  to  evaluate  sex-fairness  also  apply 
to  the  study  of  test  bias  against  minority  or  ethnic  groups.  Three  of  these  pro- 
cedures are  described  here.  The  first,  most  direct  procedure  examines  the  test 
content  for  instances  of  sex  role  stereotyping  and  for  the  fair  representation  of 
women.  The  second  examines  whether  females  and  males  performed  differently 
on  achievement  test  items.  The  third  examines  the  in*  "nces  oi;,  or  variables 
related  to,  sex  differences  in  performance.  Thus,  the  fiut  review  of  items  for 
stereotyping  has  to  do  with  what  may  be  called  the  face  validity  or  apparent 
fairness  of  the  test  for  females  and  males.  It  is  also  concerned  to  e  extent  with 
the  content  validity  of  tests — that  women  are  represented  equitably  in  history, 
science,  literaiure,  and  so  on.  Both  the  second  and  third  approaches  are  con- 
cerned with  the  content  and  construct  vadidity  of  tests— the  accuracy  of  in- 
ferences about  students  on  the  basis  of  test  scores.  To  the  extent  that  sex  dif- 
ferences appear  on  test  items  that  are  irrelevant  to  the  content  or  construct  to  be 
measured,  th^  validity  of  the  items  is  in  question. 

The  effect  of  sex-fairness  in  the  representation  of  women  may  or  may  not 
be  reflected  in  achievement  test  performance.  Whether  content  that  is  biased  or 
unrepresentative  in  this  sense  affects  performance  is  irrelevant  to  the  larger  issue 
of  fairness  of  representation.  A  basic  principle  of  justice  holds  that  test  content 
should  be  representative  and  face  valid.  Efforts  to  examine  item  or  test  bias  from 
a  statistical  or  experimental  viewpoint  also  have  an  important  role  in  the  pro- 
cedures to  eliminate  sex  bias  and  provide  a  sex-fair  test.  The  discussion  below 
and  the  Judies  cited  are  based  on  standardized,  nt.m-referenced  tests.  However, 
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the  research,  issues,  and  policies  are  also  applicable  to  criterion-  or  domain- 
referenced  tests,  to  minimum  competency  or  basic  skills  tests,  to  computer- 
administered  tests,  and  to  tests  constructed  by  teachers  for  use  in  the  classroom. 

Judgments  of  Stereotyping  and  Reptesentation 

An  earlier  review  of  the  portrayal  of  women  in  educational  aciiievernent 
tests  provided  this  summary: 

Women  arc  portrayed  almost  exclusively  as  homcmakcrs  or  in  the  pursuit  of 
hobbies  (e.g..  "Mrs.  Jones,  the  President  of  the  Garden  Club  .  .  .").  Young 
girls  carry  out  **fcma!c  chores"  (e.g..  father  helps  BcUy  and  Tom  build  a 
playhouse.  When  it  is  completed.  "Betty  sets  out  dishes  on  the  table,  while 
Tom  carries  in  the  chairs  .  .  .").  (TiUlc.  McCarthy,  &  Stccklcr.  1974,  p.  22) 

Recent  review  ^  of  item  pools  for  standardized  tests  show  that  it  is  difficult 
to  change  this  image.  Although  publishers  now  use  guidelines  emphasizing 
representation  of  women  in  a  wide  variety  of  occupational  and  family  roles, 
items,  particularly  in  reading  passages,  may  still  present  women  as  witches  (with 
no  warlocks  in  evidence)  or  describe  well-known  maL^s  more  fre ,  ently  than 
well-known  females.  Thus,  the  use  of  guidelines  and  review  pro  ,^ures  is  re- 
quired every  time  a  test  is  developed  or  selef'ted  for  local  use.  Category  systems 
for  reviewing  tests  for  bias  are  described  in  Tittle  (1982).  Diamond  (1980) 
described  the  current  activities  of  publishers  in  attaining  sex  equity  in  the  repre- 
sentation of  women  in  achievement  tests.  Selkow  (in  press)  has  provided  an 
analysis  of  sex  bias  in  commonly  used  intelligence,  personality,  and  special 
education  tests  and  has  suggested  guidelines  and  forms  for  reviewing  tests  for  sex 
bias. 

Item  Content  and  Performance 

While  it  is  not  argued  here  that  attaining  sex  equity  in  test  content  alone 
will  affect  the  performance  of  females  or  males  on  achievement  test  items,  it 
should  be  noted  that  there  is  some  research  literature  that  supports  this  rela- 
tior  \p.  (See  Donlon,  Ekstrom,  &  Lockheed,  1979;  Medley  &  Quirk,  1974;  and 
Milton,  1959.)  Balanced  against  this  evidence,  however,  are  a  series  of  studies 
that  have  not  identified  a  relationship  between  items  on  which  there  were  differ- 
ent performances  by  females  and  males  and  the  apparent  sex  stereotyping  or 
female/male  orientation  of  the  items.  (For  example,  see  Plake,  Hoover,  &  Loyd, 
1978.) 

McCarthy  (1975),  however,  found  more  systematic  differences  in  perfor- 
mance on  test  items  for  which  the  context  or  setting  was  judged  to  be  more 
familiar  to  females,  males,  or  equally  familiar  to  each.  She  used  a  sam^  ie  of  high 
school  students  in  grades  10  to  12  and  mathematics  content.  She  constructed  an 
ifem  pool,  varying  the  item  context  and  holding  the  mathematical  processes 
constant.  Her  results  were  in  line  with  the  general  trend  in  the  research  literature 
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toward  no  sex  differences  in  math  performance  in  the  early  grades  and  some 
findings  of  sex  differences  in  the  later,  high  school  grade  levels. 

The  role  of  the  sample  and/or  item  specifications  in  producing  sex-rclateJ 
differences  in  test  performance  has  been  explored  by  D\vyer(1979),  who  used  as 
one  example  the  history  of  sex  differences  in  scores  on  the  verbal  and  mathe- 
matical sections  of  the  Scholastic  Aptitude  Test.  Although  experimental  evi- 
dence for  performance  differences  linked  to  sex-typing  of  items  is  mixed,  educa- 
tional achievement  tests  equitable  to  both  sexes  can  and  should  be  developed. 
This  is  done  by  using  judges  review  test  content  and  by  the  use  of  item  bias 
detection  techniques.  Both  the  judgmental  and  statistical  procedures  are  exten- 
sively described  in  a  series  of  papers  edited  by  Berk  (1982). 

Factors  Influencing  Performance 

This  section  will  briefly  examine  some  of  the  test-related  issues  in  findings 
of  sex  differences  in  performance  on  measures  in  mathematics.  These  issues  are 
.elated  to  the  construct  validity  of  tests  and  the  inferences  made  about  differences 
in  performance.  A  basic  assumption  in  comparing  individuals  or  groups  cate- 
gorized by  fixed  characteristics  such  as  x  or  ethnic  or  minority  group  mem- 
bership is  that  persons  taking  the  test  have  l.ad  an  opportunity  to  learn  the  process 
and  content  assessed  by  the  test  item.  Further,  there  are  assumptions  that  indi- 
viduals have  similar  motivation,  practice  in  taking  tests,  and  so  on.  Thus,  if  there 
are  differences  in  performance,  ihis  is  often  interpreted  to  mean  that  the  dif- 
ferences cannot  be  changed. 

These  assumptions  have  been  tested  in  research  and  have  not  been  sup- 
ported. For  example,  in  mathematics  sex  differences  in  performance  have  been 
shown  to  be  related  to  number  of  years  of  course  work.  One  such  study  used  a 
sample  of  2,093  students  drawn  from  all  Washington  State  high  school  juniors 
taking  a  precollege  test  battery  in  1973  (de  Wolf,  1981).  Males  took  significantly 
more  coursework  in  three  mathematics  areas  (algebra,  geometry,  and  advanced 
mathematics)  and  physics.  They  also  scored  higher  than  females  on  the  six 
subtests  of  the  test  battery  studied:  four  tests  of  quantitative  skills,  applied 
mathematics,  and  mathematics  achievement;  a  measure  of  spatial  ability,  the 
ability  to  visualize  transformations  in  three  dimensions;  and  a  measure  of  me- 
chanical reasonin^;,  the  ability  to  understand  physical  principles  as  applied  to 
mechanical  devices.  After  controlling  for  the  amount  of  coursework  taken,  sex 
differences  disappeared  oi.  .wo  of  the  four  quantitative  tests  and  on  the  test  of 
spatial  ability.  Although  item  context  was  not  examined  for  the  other  two  tests,  it 
was  suggested  as  a  possible  reason  foi  the  remaining  differences.  Wise  (1979) 
suggests  that  lopj^-term  career  outcomes  for  women  are  influenced  by  sex  dif- 
ferences in  high  school  math  courses  taken. 

Carlson  (described  by  Cole,  1978)  examined  items  caiCgorized  by  content 
on  the  science  achievement  test  of  the  International  Association  for  the  Evalua- 
tion of  Educational  Achievement  (lEA).  Sex  differences  in  science  achievement 
were  reported:  Boys  did  better  on  an  ^'understanding''  item  involving  how  to  put 
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batteries  in  a  flashlight.  Girls  did  better  on  an  "understanding"  item  about  how 
to  place  a  jar  under  hot  water  to  get  the  lid  off. 

Thus,  in  both  science  and  mathematics,  research  suggests  that  the  oppor- 
lunity  to  learn  through  coursework  or  sex-diffcrentiaied  activities  plays  an  impor- 
tant role.  To  the  extent  that  opportunity  to  learn  differs  for  the  sexes  out  of 
school,  then  inferences  about  sex  differences  in  ability  or  achievement  are  inac- 
curate. Educationally  relevant  variables — courses  taken,  attitudes,  and  moti- 
vation, all  of  which  are  amenable  to  intervention — should  be  related  to  achieve- 
ment test  scores,  not  to  a  fixed  characteristic  such  as  gender.  To  the  degree  that 
an  educationally  irrelevant  variable  such  as  gender  correlates  with  test  scores,  the 
scores  may  be  biased.  We  should  be  able  to  specify  aie  educational  and  psycho- 
logical variables  that  are  of  concern  to  schools.  The  schools  cannot  change  an 
individual's  gender,  but  sex  equity  has  as  one  of  its  meanings  eliminating  sex  as 
a  predictor  variable  in  educational  and  psychological  research. 

A  study  by  Benbow  and  Stanley  (1980)  illustrates  the  problem  with  identi- 
fying gender  as  a  causal  variable  in  sex  differences  in  test  scores.  Studies  of 
mathematically  gifted  children  have  identified  more  males  than  fen^ales  as  highly 
gifted,  but  little  account  is  taken  of  the  educational  and  psychological  variables 
that  may  be  relevant — for  example,  parental  attitudes  toward  gifted  boys  and 
girls,  opportunities  provided  by  the  family  and  educational  institutions,  and  peer 
attitudes  and  socialization  pressures.  The  inference  is  made  that  differences 
based  on  test  scores  are  fixed  or  genetic  in  origin,  thus  reinforcing  common 
stereotypes  of  women  and  their  lack  of  ability  to  achieve  in  mathematics.  Such 
inferences  are  not  directly  substantiated  by  genetic  evidence,  and  they  impede 
efforts  to  educate  the  gifted  of  both  genders  and  to  understand  the  process  of 
mai»iematical  achievement.  Of  greater  value  would  be  an  analysis  of  the  types  of 
items  such  highly  gifted  students  pass  and  fail  and  development  of  hypotheses 
describing  psychological  variables  related  to  test  performance. 

Summary 

Studies  of  achievement  tests  have  included  judgments  of  stereotyping  and 
representation  oi  women,  item  content  and  sex  differences  in  performance,  and 
factors  .nfluencing  performance.  Almost  all  major  test  publishers  now  try  to 
minimize  stereotyping  and  to  examine  sex  differences  in  responses  to  items. 
Research  continues  on  factors  influencing  the  performance  of  females  and  males, 
particularly  on  the  relationship  of  experience  in  activities  and  opportunities  to 
learn  such  subjects  as  mathematics  and  science. 

Critical  areas  for  school  review  of  achievement  tests  for  bias  and  for  future 
research  arc  identifir*^  below. 

Recommendations  for  Use 

1.   Review  standardized,  domain-referenced,  and  minimum  competency  tests 
and  a  sample  of  locally  written  (classroom)  tests  for  freedom  from  sex  role 
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Stereotyping  and  for  fair  representation  of  females  and  males  in  test  items, 
reading  passages,  and  illustrations. 

2.  Help  teachers  and  others  responsible  for  classroom  materials  to  write  tests 
that  are  free  of  sex  role  stereotyping  and  that  represent  activities  and  occupa- 
tions as  being  open  to  both  sexes.  Use  guidelines  for  noi:vjxist  writing. 

3.  Review  achievement  test  results  for  sex  differences  in  ^.^rformance.  Do 
females  and  males  score  similarly,  on  the  average?  If  there  are  differences, 
the  items  can  be  examined  to  locate  those  that  have  different  proportions  of 
females  and  males  answering  correctly. 

4.  At  the  high  school  level,  there  should  be  a  review  of  score  differences  in 
areas  such  as  mathematics  and  science.  Are  ( ifferences  due  to  a  fev.  items 
that  are  apparently  not  sex-fair  in  context?  Or  are  differences  due  to  fewer 
females  taking  mathematics  or  science  courses?  School  policy  should  be 
concerned  v/ith  achieving  sex  equity  in  these  areas. 

Recommendations  for  Research 

1.  Further  study  is  needed  of  the  factors  influencing  performance  of  females 
and  males  on  items  in  specific  content  areas.  Such  stiidica  could  include 
process  or  think-aloud  studies  on  items  or  item  types  where  there  are  sub- 
stantial or  consistent  differences. 

2.  Further  study  is  needed  with  tests  such  as  the  National  Assessment  of  Educa- 
tional Progress,  where  unusual  item  response  formats  are  use''  (for  example, 
the  response  "I  don*t  know,"  which  groups,  including  women,  appear  to 
interpret  and  use  differently). 

3.  Study  of  the  item  pools  in  statewide  minimum  competency  tests  is  needed, 
since  few  leports  are  available  ori  their  freedom  from  sex  role  stereotyping, 
their  affii native  representation  of  women,  or  the  item  performance  of 
groups  such  as  boys,  girls,  blacks,  Hispanics,  and  whites. 

SEX  DIFFERENCES  AND  SEX  EQUITY  IN  TESTS 
OF  DEVELOPED  ABILITIES 

Different  issues  arise  in  Ihe  construction  nd  use  of  tests  of  developed 
abilities,  or  aptitude  tests,  at  both  the  secondary  and  the  postsecondary  levels. 
The  discussion  is  separated  for  the  two  levels  because  of  differences  in  test  use. 

Aptitude  measures  are  more  homogeneous  in  item  content  than  measures 
of  general  ability  (intelligence),  are  assumed  to  be  less  linked  to  defined  educa- 
tional curricula  and  experiences  than  are  achievement  measures,  and  are  de- 
signed to  p.  edict  student  performance  at  the  secondary  level  in  specific  voca- 
tionally idated  areas  such  as  clerical,  mechanical,  art,  or  music.  At  the 
postsecondary  level  they  are  used  to  predict  success  in  college  (typically,  first- 
year  grade-point  average.^)  or  success  in  professional  schools,  for  example  law, 
medicine,  or  business.  A  basic  assumption  is  made  in  using  aptitude  measuies  to 
predict  later  academic  or  professional  school      ormance.  The  assumption  is 
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that  the  experiences  of  different  groups  have  been  to  some  considerable  degree 
common.  In  order  to  make  the  same  inferences  from  test  scores,  it  is  assumed 
that  females  and  males  have  had  similar  opportunities,  experiences,  activities, 
and  so  on.  Any  differences  in  performance  that  occur  on  aptitude  tests  are  thus  a 
reflection  of  differences  in  abilities  developed  to  that  point  in  time.  This  assump- 
tion is  clearly  untenable  for  girls  in  the  mechanical  area,  for  example,  and 
sometimes  for  boys  in  tests  of  verbal  ability  or  perceptual  speed  and  accuracy. 
Research  has  not  been  able  to  separate  clearly  in  any  test  score  for  an  individual 
the  extent  to  which  experience  and  "ability"  a^e  reflected  in  test  performance. 

Secondary  Level:  Vocational  Aptitude  Measures 

Vocational  aptitude  measures  have  two  main  uses  at  the  secondary  level: 
(I)  early  in  the  secondary  school  years,  to  select  students  or  to  assist  students  in 
selecting  specific  vocational  programs  such  as  shop  or  businej:s;  and  (2)  at  any 
stage  in  secondary  school,  to  encourage  students  to  explore  vocations  i^^r  which 
their  aptitude  scores,  interests,  and  experiences  suggest  they  might  be  successful. 
The  first  use  emphasizes  the  prediction  of  how  well  rhe  student  will  perform  in  a 
specific  vocational  training  program  or  later  occupational  placement.  The  second 
use  includes  the  comparison  of  the  student's  scores  with  those  of  individuals  who 
have  been  successful  in  a  training  program  or  occupation.  Differential  prediction 
is  needed  when  there  is  more  than  one  aptitude  measure  and  when  two  or  more 
vocational  or  occupational  (criterion)  groups  are  considered  at  the  same  time. 
That  is,  evidence  is  needed  that  the  aptitude  measures  discriminate  among  pro- 
files or  scores  for  successful  workers  or  trainees  in  different  occupations. 

Two  vocational  aptitude  tests  are  frequently  used  in  secoiiuary  schools. 
The  most  commonly  used  is  the  Armed  Services  Vocational  Aptitude  Battery 
(ASVAB);  the  other  is  the  Differential  Aptitude  Test  (DAT)  Battery.  The 
ASVAB  yields  six  composite  scores  in  high  school  reports:  Verbal,  Math,  Per- 
ceptual Speed,  Mechanical,  Trade  Technical,  and  Academic  Ability  (Wilfong, 
1980).  One  of  the  major  criticisms  of  the  ASVAB  has  been  that  some  tests  are 
apparently  sex-linked  in  experience,  particularly  Shop  Information  and  Auto- 
motive Information  (which  enter  into  some  of  the  reported  score  composites). 
They  would  thu  provide  little  indication  of  the  ability  of  girls  to  learn  informa- 
tion in  these  or  related  areas  and  are  likely  to  be  misleading  if  thought  of  as 
predictors  of  performance  in  vocational  courses.  vSee  also  the  comments  by 
Cronbach,  1978,  1981,  on  this  test;. 

The  DAT  provides  eight  scores:  Verbal  Reasoning,  Numerical  Ability, 
Abstract  Reasoning,  Clerical  Speed  and  Accuracy,  Mechanical  Reasoning, 
Space  Relations,  Spelling,  and  L,angu  ^2  Usage,  The  tests  show  predictive  valid- 
ity with  high  school  course  grades,  but  "the  results  are  somewhat  less  encourag- 
ing with  regard  to  differentia!  prediction.  .  .  .  There  is  evidence  of  a  large 
general  factor  underlying  performance  in  all  academic  work''  (Anastasi,  1982,  p. 
378),  Sex  differences  on  the  DAT  are  found  for  average  scores  on  the  Clerical, 
Spelling,  Language  Usage,  and  Mechanical  Reasoning  tests,  with  girls  obtaining 
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higher  scores  on  the  first  three  and  boys  obtaining  higher  scores  on  the  last.  The 
DAT  reports  separate  sex  norms  for  every  test  in  the  battery.  For  tests  such  as 
Mechanical  Reasoning,  girls  with  a  high  standing  on  girls*  norms  will  not  have 
as  high  a  percentile  rank  on  the  norms  for  boys.  The  provision  of  two  sets  of 
norms  can  be  used  by  counselors  to  explore  with  both  girls  and  boys  the  rela- 
tionship between  experiences — particularly  if  individual  students  appear  to  have 
sex-typed  activity  experiences — and  scores  on  the  two  sets  of  norms  reported  to 
students.  (Similar  comments  apply  to  the  ASVAB.)  Unless  the  distributions  of 
raw  scoies  are  essentially  the  same  for  boys  and  girls,  separate  sex  norms  should 
be  available  for  interpreting  test  scores.  When  raw  score  distributions  are  the 
same,  combined  sex  norms  (a  single  norms  table)  should  be  used  for  both 
females  and  males. 

Given  the  present  set  of  data  on  both  the  ASVAB  and  the  DAT,  their  best 
use  is  in  counseling  settings  where  options  are  not  closed  off  and  where  students 
are  encouraged  to  explore  new  experiences  related  to  some  of  the  tests.  Of  great 
concern  is  the  ds2  of  aptitude  measures  to  place  students  in  particular  vocational 
courses.  Test  validity,  using  a  piediction  approach,  must  be  established,  either 
from  the  publisher's  data  or  from  local  data.  Prediction  studies  should  analyze 
and  report  data  for  each  sex.  Such  data  arc  especially  needed  when  tests  provide 
evidence  of  adverse  impact — that  is,  when  the  effect  of  using  tests  in  selection  is 
that  proportionally  fewer  females  than  males  who  apply  are  admitted  to  particular 
vocational  courses. 

Postsecondary  Level:  Admissions  Testing 

At  the  postsecondary  level,  tests  of  developed  abilities  or  aptitudes  are 
often  used  to  select  students  for  a  particular  college  or  professional  school  pro- 
gram. Among  the  better-known  admissions  tests  are  the  American  College  Test- 
ing Program  (ACT)  and  the  Scholastic  Aptitude  Test  (SAT).  Since  forms  are 
continually  developed  and  changed,  with  several  test  administrations  each  year, 
it  is  difficult  to  review  these  tests.  Earlier  versions  showed  sex  stereotyping,  but 
the  testing  programs  have  instituted  iniemal  review  procedures  to  minimize  this 
source  of  bias.  There  is  no  recent  evidence  available  from  outsid  "eview  of  these 
tests.  Lockheed  (1982)  reviewed  the  evidence  for  sex  bias  in  tests  used  in 
postsecondary  education  and  concluded  that  there  is  little  or  no  support  for 
claims  of  bias. 

Another  issue  with  tests  used  in  selection  is  whether  the  selection  pro- 
cedure is  fair  lo  both  men  and  women.  The  regulations  for  Title  IX  of  the 
Education  Amendments  of  1972  include  Section  106.21.  which  prohibits  dis- 
crimination on  the  basis  of  sex  in  admissions  to  institutions  that  receive  federal 
funding.  Fewer  analyses  of  college  admissions  tests  have  included  exammation 
of  males  and  females  than  of  minority  groups  (Wild  &  Dwyer,  1980).  Angoff 
(1971)  reported  higher  predictive  validity  coefficients  for  women,  against  criteria 
of  fi»'st->ear  grades .  Ekstrom  ( 1 97.!)  has  suggested  th?»  he  use  of  tests  is  among 
the  institutional  ways  in  which  ba'.riers  are  raised  lo  women\s  postsecondary 
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education  (for  example,  higher  SAT  scores  are  required  for  women  than  r  men 
at  some  institutions).  Virtually  no  systematic  data  are  available  to  provide  evi- 
dence for  or  against  this  issue. 

One  of  the  few  recent  studies  that  examined  within-group  correlations  and 
regression  equations  for  females  and  males  was  conducted  for  the  SAT  and  a 
"performance"  criterion  of  essay  scores  (Breland  &  Griswold,  1981).  Correla- 
tion patterns  were  similar  for  the  sexes,  and  the  slopes  of  the  regression  lines 
were  parallel.  Tests  of  the  coincidence  of  the  lines  (the  intercepts)  tended  to 
differ,  however.  The  practical  implication  is  that  if  a  common  regression  equa- 
tion (based  on  both  females  and  males)  is  used  in  the  admiSi>ions  process,  female 
scores  on  the  criterion  are  underpredicted.  That  is,  their  actual  scores  on  the 
criterion  are  higher  than  predicted.  Using  a  common  regression  line  and  selection 
score  means  that  fewer  females  would  be  admitted  than  males,  despite  their 
actual  performance  on  the  criterion. 

The  foregoing  comments  rely  on  one  model — the  standard  regression  line, 
which  systematically  over-  or  underpredijts  criterion  scores  for  members  of  a 
particular  group.  If  the  regression  equations  are  not  identical  (if  there  are  differ- 
ent intercepts),  use  of  the.  common  regression  line  to  select  students  with  the 
highest  criterion  scores  is  considered  unfair.  (See  Cole,  1981 ,  for  a  summary  of 
other  proposed  models.) 


Fewer  studies  are  available  of  the  sex  role  stereotyping  and  representation 
of  women  (in  illustrations,  for  example)  in  tests  of  developed  abilities  thin  in 
achievement  tests.  Earlier  reviews  indicate  chat  a  major  ifsuc  is  the  extent  to 
which  the  tests  are  in  fact  good  predictors  for  women  at  the  high  schc  A  level  or 
in  the  armed  forces.  This  is  of  particular  concern  for  tY^  nontraditional  skilled 
trades  areas,  where  women's  experiences  may  be  limited.  Use  of  same-sex 
norms  can  assist  counselors  in  exploring  with  individuai  clients  the  usefulness  of 
tl  jse  scores.  Little  systematic  study  of  differences  in  the  use  of  admissions  tests 
with  females  and  triales  has  been  done,  but  the  available  studies  indicate  that  the 
effects  of  such  tests  should  be  examined  separately  f^r  men  and  women. 

Recommendations  for  Use 

L  For  aptitude  tests,  as  for  achievement  tests,  test  users  need  evidence  that 
tests  are  free  of  sex  role  stereotypes  and  represent  women  fairly,  that  statis- 
tical item  bias  techniques  have  been  used  in  test  developmert,  and  that 
descriptions  of  ihe  results  of  the  item  bias  detection  procedures  are 
published. 

2.  The  effects  of  tests  used  in  counseling  and  selection  for  vocational  programs 
and  admissions  to  colleges  and  professional  schools  and  programs  also  need 
to  be  examined.  At  a  minimum,  the  proportions  of  females  and  males 
applying  to  colleges  and  other  programs  and  the  proportions  of  those  admit- 
ted should  be  public  information. 
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3.  In  the  college  and  professional  5chool  admissions  process,  separate  analyses 
should  be  presented  to  show  the  actual  regression  equation  used  and  the 
equations  for  female  and  male  groups.  The  separate  regression  equations 
should  be  compared  for  differences  in  slope  and  intercept.  Educational 
institutions  should  b    prepared  to  respond  to  requests  for  these  data. 

Recommendations  for  Research 

1.  A  systematic  review  of  the  available  studies,  published  and  unpubli  shed,  on 
the  comparability  of  regression  equations  used  in  college  and  professional 
school  selection  for  females  and  males  should  be  carried  out. 

2.  The  effects  of  using  tests  of  developed  abilities  in  vocational  course  place- 
ment at  the  high  school  level,  and  the  predictive  validity  of  tiir.Ge  iests  for 
females  and  males,  need  study. 

3.  Where  test**  of  developed  abilities  show  large  sex  diffcences,  it  may  be 
useful '  y.^idy  the  process  »»sed  by  females  and  males  in  responding  to  such 
items.  The  researcher  should  consider  obtaining  estimates  from  students  of 
the  extent  to  which  they  can  identify  experiences  or  activities  that  may  have 
helped  or  hindered  them  in  responding  to  such  items. 

SEX  DIFFERENCES  AND  SEX  EQUITY 
IN  INTEREST  MEASUREM'^.NT 

Holland,  Magoon,  and  Spokane  (1981)  described  interest  inventories  as 
perhaps  the  most  popular  form  of  vocational  assistance.  Nevertheless,  since  the 
early  1970s  interest  inventories  have  been  at  the  heart  of  a  controversy  regarding 
their  sex-fairness.  Sex  bias  and  sex-fairness  in  career  interest  measurement  have 
been  dealt  with  at  length  in  Diamond  (1975)  and  Tittle  and  Zytowski  (1978). 
Fitzgerald  and  Crites  (1980)  described  the  issue  of  sex  bias  in  interest  measure- 
ment as  "probably  .he  most  complex  as  well  as  the  most  controversial  involved 
in  career  counseling  with  women"  (p.  50). 

Early  History  of  Interest  Measurement 

The  Caniegie  Interest  Inventory,  the  first  published  interest  inventory, 
made  its  appearance  in  1921.  By  1939,  Buros's  First  Mental  Measurements 
Yearbook  included  reviews  of  15  measui'es  of  vocational  interest.  Today  there 
are  approximately  80  interest  inventories  in  use. 

Until  relatively  recently.  Interest  inventories— particularly  those  with  em- 
pirically built  scales  based  on  the  responses  of  occupational  criterion  groups- 
focused  mainly  on  male  interests.  Women  were  generally  expected  to  marry  and 
raise  families.  Those  who  worked  outside  the  home  were  employed  mainly  in 
low-level,  dead-end  jobs  that  non-career-orier/ed  women  held  until  marriage 
and,  often,  after  their  children  entered  schoci. 

e  early  work  of  vocational  development  theorists  such  as  Ginzberg, 
Ginsburg,  AAclrad,  and  Hernia  (1951)  and  'uper  et  al.  (1957)  focused  almost 
entirely  on  the  vocational  development  of  males.  Not  rntil  the  early  1970s  did 
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Ginzberg  (1972)  pay  attention  to  the  career  development  and  occupational 
choices  of  women  and  recognize  that  the  male  model  of  preparation  and  choice 
did  not  fit  the  femaie  prototype;  the  career  development  of  most  women  was 
marked  by  frequent  shifts  between  home  and  work.  Ginzberg  also  became  aware 
that  both  the  educational  system  and  the  world  of  work  discriminated  against 
women,  as  well  as  againrt  minorities.  Only  recently  has  the  role  of  interest 
inventories  been  perceived  as  that  of  a  catalyst  that  can  help  men  and  women 
consider  a  wider  spectrum  o.'  >ccupations,  both  traditional  and  nontraditioral, 
and  that  hopefully  will  change  the  inequitable  occupational  distribution.  Invento- 
ry results  can  suggest  the  wisdom  of  acquiring  some  exploratory  experience  in 
areas  that  earlier  may  have  been  closed  off  to  the  counselee  in  some  way,  A 
woman  who  has  had  no  experience  with  scientific  and  mechanical  activities,  or 
even  a  chance  to  explore  them  in  a  very  general  way,  cannot  be  expected  to  score 
high  in  those  areas.  The  same  would  be  true  for  a  man  with  little  social  service  or 
nurturing  experience. 

It  is  apparent  from  research  studies  that  the  stereotyping  of  occupations  is  a 
virulent  condition  that  persists  at  all  age  levels,  even  among  preschool  and 
elementary  school  children,  despite  concerted  efforts  to  minimize  or  eliminate  it, 
(See,  for  example,  Marini,  1978;  Teglasi,  1981;  and  chapter  18  in  this  hand- 
book, "Sex  Equity  in  Career  and  Vocational  Education,"  by  Farmer  &  Sidney.) 

Recent  Changes  and  Current  Concerns 

The  women's  movement  of  the  early  1970s  caused  the  development  of  the 
National  Institute  of  Education's  Guidelines  for  the  Assessment  of  Sex  Bias  and 
Sex-Fairness  in  Crreer  Interest  Measurement  (Diamond,  1975),  and  the  follow- 
ing working  definition: 

Within  the  context  of  career  guidance,  sex  bias  is  defined  as  any  factor  that 
might  influence  a  person  to  limit— or  might  cause  others  to  limit — his  or  her 
consideration  of  a  'nreer  solely  on  the  basis  of  gender,  (p.  xxiii) 

These  guidelines,  together  with  the  work  of  the  Commission  or.  Sex  Bias  in 
Measurement  of  the  Association  for  Measurement  and  Evaluation  in  Guidance, 
led  to  dramatic  changes  in  some  of  the  most  commonly  used  interest  inventories. 
For  example,  the  pink  (for  women)  and  blue  (for  men)  forms  of  one  inventory 
were  combined  into  a  single  form  with  a  single  item  pool.  At  least  two  em- 
pirically developed  inventories  began  reporting  scores  on  all  scales  lo  both  sexes, 
regardless  of  the  norm  group  on  which  the  scales  were  developed.  Occupational 
titles  were  made  gender-free  in  most  inventories  where  they  appeared,  and  lan- 
guage was  made  gender-neutral.  Both  the  Strong-Campbell  Interest  Inventory 
(SCII)  and  the  Kuder  Occupational  Interest  Survey  (KOLl)  expanded  the  number 
of  scales  normed  on  women. 

Anasta^l  (1982)  described  three  major  changes  in  v:areer  counseling  re- 
flected by  the  more  recently  developed  or  revised  inventories  as  (1)  increasing 
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emphasis  on  self-exploration,  (2)  increasing  emphasis  on  expansion  of  career 
options,  and  (3)  concern  for  sex-fairness  of  interest  inventories. 

With  the  pressures  for  changes  in  interest  measurement,  however,  have 
come  a  number  of  controversial  areas  of  concern.  These  are: 

/.  Same-Sex,  Opposite-Sex,  and  Combined-Sex  Norms,  The  concern  for 
three  ways  of  constructing  and  reporting  norms  stems  from  the  fact  that  response 
rates  for  items  in  almost  all  inventories  differ  for  males  and  females,  even  when 
they  are  hi  the  same  occupation.  The  problem  is  not  identical  for  empirically 
developed  occupational  scales  such  as  those  in  the  SCII  and  the  KOIS,  and  for 
homogeneous,  internally  constructed  scales  such  as  those  in  the  Kuder  Prefer- 
ence Record — Vocational  and  the  Kuder  General  Interest  Survey,  the  Self-Di- 
rected Search  (SDS),  and  the  ACT  Interest  Inventory.  For  homogeneous  scales, 
as  Prediger  (1976)  and  others  have  found,  both  combined-sex  norms  and  op- 
posite-sex norms  produce  profiles  that  are  widely  divergent  for  males  and 
females,  whereas  same-sex  norms  reflect  the  responses  of  people  who  have  been 
subjected  to  similar  socialization  experiences.  The  Title  IX  regulations  advocate 
scoring  all  inventories  on  both  same-sex  and  opposite-sex  norms  (if  scales  have 
justifiably  been  developed  separately  by  sex),  so  that  respondents  can  see  appro- 
priate comparisons  with  both  sexes  and  take  these  into  consideration  in  educa- 
tional and  career  exploration. 

Attempts  to  use  combined-sex  norms  with  empirical  scales  work  for  some 
occupations,  but  not  for  others.  For  example,  Hansen  (1976)  and  Webber  and 
Harmon  (1978)  experimented  with  same-sex  scales  with  biased  items  (those  that 
differentiated  between  the  sexes)  either  deleted  or  retained,  and  with  combined- 
sex  sr  -xlts  with  biased  items  either  deleted  cr  retained.  None  of  the  four  methods 
was  clearly  superior  in  predicting  across  sexes  or  occupations.  Campbell  and 
Hansen  (1981 ),  reviewing  the  studies  and  adding  some  applications  of  their  own, 
concluded  that  attempts  to  develop  combined-sex  scales  appear  lo  be  premature, 
and  that  same-sex  scales  with  biased  items  retained  work  best  for  the  SCII. 

Reporting  scores  on  opposite-sex-normed  occupational  scales — particu- 
larly when  an  occupation  has  been  normed  on  only  one  sex — seems  to  be 
relatively  problem-free  when  the  scale  is  based  only  on  the  responses  of  the 
criterion,  or  occupational,  group — a3  in  the  KOIS.  When  response  differences 
between  the  criterion  group  and  a  group  of  males  or  females  in  general  are  used 
as  the  oasis  for  scale  construction,  however,  a^  in  the  SCII,  scores  on  other-sex 
norms  tend  to  be  inflated  on  traditional  occupations  lor  one's  own  sex  and 
depressed  on  occupations  tiiat  are  nontraditional  for  one's  own  sex  (Johnson, 
1978;  Laime  &  Zytowski,  1964).  The  reason  is  that  members  of  one  sex  gener- 
ally respond  differently  from  a  group  made  up  of  members  of  the  other  sex.  For 
example,  women  typically  endorse  items  that  men  in  general  do  not  endorse,  and 
vice  versa,  and  so  they  receive  higher  scores  on  scales  that  try  to  distinguish 
males  or  females  in  a  given  occupation  from  males  or  females  in  general.  For  this 
reason,  Campbell  and  Hansen  (1981)  considered  use  of  other-sex  norms  inad- 
visable with  the  SCII.  Where  this  problem  does  not  exist,  however,  as  for 
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example  in  the  KOIS,  scores  on  opposite -sex-normed  scales  can  be  ranked 
separately,  and  high  scores  can  suggest  occupations  for  which  scales  might  not 
be  available  on  own-sex  norms. 

2.  Raw  Scores  versus  Normed  Scores.  An  ongoing  controversy  about 
normed  scores  versus  raw  scores  and  the  degree  to  which  the  latter  may  be  sex- 
biased  has  been  concerned  niain!>  with  the  Self-Directed  Search  (SDS),  which 
uses  raw  scores.  (See  Hanson,  Noeth,  &  Prediger,  1978;  Gottfredson  &  Holland, 
1978;  Prediger,  1981;  and  Holland,  1982.)  Much  journal  space  has  been  devoted 
to  this  issue,  A  larger  concern,  howeve»'  is  whether,  given  that  the  Holland 
codes  or  scales  are  based  on  item  endorsei  ents  that  reflect  the  existing  occupa- 
tional distribution  (with  mainly  men  in,  for  example.  Realistic  occupations  such 
as  engineering  and  the  skilled  trades),  the  traditional  predictive  validity  model  is 
valid  for  women  today  or  whether  it  simply  helps  perpetuate  the  existing  occupa- 
tional distribution.  A  meta-analysis  by  Prediger  (1981)  indicated  a  wide  disparity 
between  Holland  codes  for  1,417  v,omen  in  a  variety  of  occupations  who  had 
taken  the  SDS  and  their  actual  occupations.  Fifty-four  percent  of  the  women 
scorer^  higher  on  the  code  other  than  the  appropriate  one  for  their  occupation. 
These  classification  error ^  were  reduced  to  31  %  when  norned  scores  were  used. 
Somewhat  similar  findings  were  obtained  by  Matthews  and  Walsh  (1978),  who 
found  high-point  Social  codes  on  the  SDS  for  nondegreed  working  women  who 
had  held  jobs  in  Realistic,  Investi^jative,  Enterprising,  and  Conventional,  as  well 
as  Social,  occupations  for  3  to  1 1  years. 

3.  Sex-balanced  Scales,  Hanson  and  Rayman  (1976)  and  Lunneborg 
(1980)  attempted  to  develop  item  pools  for  the  ACT  Interest  Inventory  (ACT  II) 
and  the  Vocational  Interest  Inventory,  respectively,  that  elicited  similar  response 
rates  from  females  and  males,  or — when  this  could  not  be  accomplished — that 
balanced  items  favored  by  each  sex  within  scales.  Five  of  the  six  sex-balanced 
ACT  II  scales  showed  more  than  90%  overlap  for  males  and  females.  However, 
Lunneborg  found  that  despite  the  careful  item  selection  based  on  approximately 
equal  proportions  of  the  sexes  endorsing  the  items,  women  generally  preferred 
the  Service  and  Artistic  areas  and  men  the  Technical,  Outdoor,  and  Scientific 
areas.  It  should  be  noted  that  items  in  the  Vocational  Interest  Inventory,  Holland 
Vocational  Preference  I-  ventory.  md  Part  I  of  the  SCII  are  occupational  titles. 
Stereotypical  conceptions  of  occupations  as  '*male"  or  "female"  could  influence 
scores  on  scales  thai  use  occupational  titles  rather  than  activities. 

4.  Predictive  versus  Exploration  Validity,  Cole  and  Hanson  (1975)  de- 
scribed the  two  principal  rationales  that  have  been  used  to  relate  interest  mea- 
surement to  the  criterion  of  job  satisfaction:  the  people-similarity  rationale, 
which  links  satisfaction  to  the  degree  of  similarity  between  an  individual's  likes 
and  dislikes  and  tht ..  ^  of  people  m  a  given  occupation,  and  the  activity-similarity 
rationale,  which  links  satisfaction  to  the  degree  of  preference  for  activities  sim- 
ilar to  those  required  in  an  occupation.  The  people-similarity  rationale  relies 
heavily  on  a  stable  socialization  process  closely  tied  to  the  past;  when  the  future 
follows  a  new  direction,  the  empiricism  of  interest  measurement  impedes  the 
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path  of  constructive  change.  Researchers  should  be  aware,  however,  that  dif- 
ferences in  the  socialization  of  males  and  females  raise  questions  about  the 
activity-similarity  rationale.  The  authors  question  whether  the  socialization  pro- 
cess for  girls  predicts  their  job  satisfaction  as  well  as  the  socialization  process  for 
boys  predicts  theirs. 

Tittle  (1978)  and  others  have  suggested  that  the  concept  of  "exploration 
validity''  is  perhaps  more  valid  for  women  than  is  the  traditional  predictive 
validity  model.  That  is,  to  what  extent  does  an  interest  inventory  stimulate  the 
client  to  explore  options  that  might  otherwise  not  be  explored? 

5.  Effects  of  Interest  Inventories.  Concern  about  the  effecis  of  interest 
inventories  is  closely  related  to  concerns  about  predictiv  and  exploration  valid- 
ity. Studies  of  effect?  have  been  summarized  by  Tittle  (1978)  and  Diamond 
(1981a).  In  general,  the  effects  of  interest  inventories  on  client  career  perceptions 
and  exploration  behavior  have  been  small  and  statistically  insignificant,  although 
there  have  been  some  impressive  exceptions.  For  example,  Siebel  and  Walsh 
(1977)  found  that  modified  SDS  instructions,  whicii  permitted  clients  to  express 
preference  for  activities  to  which  they  had  had  little  or  no  exposure,  resulted  in 
significantly  higher  scores  on  certain  subscales.  Females  tended  to  give  an  in- 
creased numbw,:  of  positive  responses  on  traditionally  masculine  scales  (Real- 
istic, Investigative,  and  Enterprising),  and  males  on  traditionally  feminine  scales 
(Artistic,  Social,  and  Conventional). 

Wilson  and  Daniel  (1981)  used  a  combination  of  measures,  including  the 
Kuder  General  Inti  est  Survey,  Form  E,  in  a  middle-school  workshop  on  career 
options.  Pre-posi  u  Terences  on  a  stereotype  survey  were  highly  significant  for 
the  experimental  gn  up  but  not  for  the  control  group.  The  experimental  group 
seemed  more  aware  of  events  in  their  everyday  environment,  in  which  people 
had  preconceptions  about  male  and  female  roles. 

For  the  most  part,  though,  the  impact  of  interest  inventories  on  course 
choice  and  career-related  decisions  has  been  difficult  to  measure.  Many  variables 
are  involved,  most  of  them  difficult  to  isolate  or  control — for  example,  influence 
of  parents,  schools,  media,  and  even  counselors.  As  Harmon  (1973)  pointed  out 
concerning  'he  1969  revision  of  the  Strong  Vocational  Interest  Blank  (SVIB)  for 
Women:  "The  existence  of  a  revised  SVIB  for  women  does  not  change  the  social 
facts.  Only  insofar  as  it  reflects  a  wide  spectrum  of  the  occupations  available  nnd 
accents  potential  areas  of  conflict  ran  it  contribute  to  counseling  women  about 
their  individual  choices"  (p.  85). 

6.  Dual  Interest  Patterns.  A^  members  of  each  sex  go  into  occupations 
that  have  traditionally  been  the  turf  of  the  opposite  sex,  dual  interest  pitterns — 
that  is,  patterns  that  strongly  resemble  the  traditional  interests  of  both  men  and 
women — may  well  emerge.  Rand  (1968)  found  that  career-oriented  college 
freshman  women  scored  significantly  higher  than  homemaking-oriented  wotpen 
on  9  of  *  3  masculine  characteristics  related  to  interest,  potential,  achievement, 
and  competencies;  but  they  also  scored  higher  on  a  number  of  feminine  vari- 
ables. Diamond  found  a  similar  phenomenon  in  interpreting  KOIS  profiles  and  in 
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examining  criterion  group  KOIS  profiles  for  score  overlap  on  male-normed  and 
female-nomied  scales  (1981b).  If  we  accept  the  premise,  which  is  supported  by 
empirical  evidence,  that  people  who  work  in  an  environment  in  which  the  in- 
terests of  coworkers  are  congruent  vixh  their  own  will  find  greater  satisfaction  in 
their  work  (Campbell,  1971;  Kuder  &  Diamond,  1979),  dual  interest  patterns 
may  cease  to  be  an  isolated  phenomenon.  Until  now,  male  skilled  workers,  for 
example,  generally  shared  with  other  males,  in  addition  to  on-the-job  interests, 
interests  in  tradtional  male  sports  and  traditional  male  concerns.  Female  office 
workers  and  sales  clerks  tended  to  find  their  work  more  satisfying  if,  in  addition 
to  shared  interests  with  other  females  in  on-the-jch  activities,  they  also  shared 
non-job-related  interests  and  traditionally  feminine  concerns  about  home  and 
family.  As  segregation  of  the  sexes  in  the  workplace  diminishes  and  social  roles 
change,  more  similar  patterns  of  interest  for  females  and  males  should  result, 
representing  the  relevant  interests  of  both. 

7.  Interest  Measurement  and  Minority  Women.  As  Gump  and  Rivers 
(1975)  pointed  out,  there  is  not  much  in  the  way  of  validity  dr.ta  supporting  the 
use  of  interest  inventories  with  minority  women,  and  there  may  in  fact  be  a 
mismatch  between  the  interest  structures  of  n.inority  women  and  those  of  the 
normative  or  criterion  groups  used.  Thus,  minority  women  may  be  subject  to 
both  sex  and  ethnic  bias  in  interest  inventories.  Gump  and  Rivers  suggested  use 
of  a  measure  of  cultural  exposure  level  as  a  moderator  variable  to  enhance 
validity  of  imerest  inventories  for  minority  women. 

8,  Interest  Measurement  and  Handicapped  Women.  Two  inventories  for 
mildly  retarded  adults  present  a  far  more  limited  sot  of  options  for  females  than 
they  do  for  males;  no  rationale  for  this  is  given.  Lituc  research  is  available  on  the 
use  of  interest  inventories  with  other  groups  of  women  such  as  the  gifted,  those 
living  in  rural  areas,  and  adult  women  (although  see  Denker  &  Tittle,  1976,  for 
the  perceived  usefulness  of  an  interest  inventory  with  returning  women). 


More  changes  have  been  made  in  interest  measurement  since  the  e-iiy 
1970s,  and  more  research  has  been  done  on  the  question  of  gender  differences  in 
interest  inventory  responses  and  the  extent  to  which  they  contribute  to  sex  ineq- 
uities in  education,  than  in  the  50  years  preceding.  The  problem  of  sex  equity  in 
interest  measurement  is,  in  many  ways,  more  complex  than  in  achievement  oi 
aptitude  measurement.  The  effects  of  .socialization,  as  reflected  in  the  inventory 
results,  arc  more  pervasive,  and  effective  interventions  appear  tc  be  more  diffi- 
cult to  design  and  the  intervening  variables  harder  to  isolate  and  control  More- 
over, it  is  diTicult  to  tell  to  what  extent  the  bias  exists  in  the  inventories  them- 
selves— the  item  content  and  context — and  to  what  extent  their  results  reflect  the 
bias  in  society,  including  that  of  parents,  schools,  the  media,  and  other  societal 
influences.  It  may  be  a  long  time  before  tiie  socialization  process  catches  up  with 
the  social  changes  that  have  taken  place  at  the  legal,  theoretical,  and  legislative 
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levels.  The  recommendations  that  follow  are  offered  with  a  view  to  speeding  up 
that  process  as  much  as  possible. 

Recommendations  for  Use 

1.  Users  of  interest  inventories  should  examine  them  for  the  extent  to  which 
they  conform  to  Title  IX  and  the  NIE  guidelines.  For  example,  is  the 
language  of  the  items  gender-free?  Is  the  same  form  used  for  females  and 
males?  Do  the  items  reflect  expeiiences  and  activities  that  arc  familiar  to 
both  females  and  males?  Are  scores  on  all  scales  given  to  both  sexes, 
regardless  of  the  sex  of  the  norm  or  criterion  group?  Are  the  language  and 
activities  in  the  items  also  free  of  bias  or  offensiveness  "oward  ethnic  and 
minority  groups,  handicapped  groups,  and  older  persons? 

2.  Users  should  also  be  sure  that  it  is  possible  for  members  of  both  sexes  to 
obtain  high  scorns  on  scales  that  are  nontraditional  for  their  sex. 

3.  The  spectrum  of  occupations  or  general  interest  areas  should  be  broad 
enongh  to  suggest  a  variety  of  feasible  options  for  exploration, 

4.  The  interpretive  materials  should  deal  with  th^  subject  of  sex  differences  in 
the  occupational  distribution  and  possibly  in  inventory  scores,  and  should 
suggest  to  those  who  have  high  scores  only  on  traditional  occupations  that 
they  might  want  to  try  out  areas  that  are  unfamiliar  to  them  bi'»  in  which  they 
think  they  mii::ht  be  interested. 

5.  Training  of  counselors  in  the  recognition  of  all  aspects  of  sex  bias  in  interest 
measurement  and  its  interaction  with  sex  role  socialization  is  pa?amoun^ 
Counselors  also  need  to  be  sensitive  to  their  own  biases. 

6.  Interest  inventories  should  not  be  used  only  once — administered  and  put  to 
rest  after  counselc>«.s  have  received  their  profiles,  instead,  interest  invento- 
ries should  be  part  of  a  long-range,  comprehensive  educational  and  voca- 
tional intervention  program,  and  should  follow  adequate  onentation  on  the 
ways  that  interests  relate  to  the  world  of  work. 

7.  Intervention  programs  designed  to  broaden  the  interests  of  females  and 
males  should  begin  in  the  very  early  grades.  Children  should  learn  that  there 
are  no  such  things  as  "men's  jobs"  and  "women's  jobs"  2nd  that,  given  the 
requisite  abilities  and  training,  they  can  become  anything  th.^  want  to  be. 

Recommendations  for  Research 

1.  Further  study  is  needed  on  the  use  of  same-sex,  combined-sex,  and  op- 
posite-sex norms,  for  both  homogeneous  and  occupational  scales. 

2.  Research  is  needed  on  actual  changes  in  response  rates  over  time  for  iteias  in 
sex-balanced  scales  as  well  as  items  in  inventories  where  sex  balan.e  has  not 
been  achieved — by  sex,  age,  and  occupational  field  aad  level. 

3.  Research  is  needed  to  determine  which  differences  in  response  rates  between 
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the  sexes  are  based  on  general  female-male  role  differences  and  which  are 
clearly  related  to  what  one  does  in  a  particular  occupation. 

4.  Research  is  needed  to  determine  whether  removal  of  items  of  established 
validity  favored  by  one  sex  and  substitution  of  items  favored  by  the  other  sex 
or  equally  endorsed  by  both  might  make  the  inventory  more  valid  or  less  so. 
Researchers  should  consider  the  valid  items  as  one  sample  of  a  behavior  for 
which  there  should  be  a  universe  of  possible  samples,  at  least  some  of  which 
could  meet  requirements  of  both  validity  and  sex  balance. 

5.  The  implications  of  equal  endorsement  of  items  in  homogeneous  scales  by 
females  and  males  in  a  general  norm  group  of  students  or  adults  need  to  be 
investigated.  What  happens  when  these  items  are  administered  to  females 
and  males  in  the  same  occupation?  Are  endorsement  rates  maintained? 

6.  Studies  are  needed  of  the  long-range  effects  of  sex-fair  interest  measurement 
embedded  in  a  well-integrated  intervention  program,  with  maximum  control 
and  analysis  of  the  muhiple  variables  influencing  career  decisions. 

7.  Consideration  should  be  given  to  the  expansion  of  outcome  criteria,  as 
suggested  by  Tittle  (1983),  to  include  examination  of  other  adult  roles  and 
developmental  tasks  as  factors  contributing  to  career  decisions. 

CONCLUSION 

A  question  of  social  justice  has  been  raised  in  reference  to  all  educational 
and  psychological  measurement.  Messick  (1980)  maintained  that  not  only  should 
tests  be  evaluated  in  terms  of  their  measurement  properties,  but  the  use  of  tests 
should  be  evaluated  in  terms  of  potential  social  consequences. 

As  a  matter  of  simple  human  justice,  any  aspect  of  any  test  that  is  offensive 
to  members  of  a  group  should  be  eliminated  routinely — whether  or  not  it  actually 
affects  the  way  group  members  respond  and  whether  the  test  is  to  be  used  for 
selection  or  other  decisions  about  the  respondent,  or  mainly  for  the  respondent's 
own  information,  exploration,  and  decision  making.  This  does  not  mean  that  test 
use  should  be  exempt  from  the  requirements  of  validity,  but  that  the  whole 
concept  of  valid  test  use  in  the  context  of  sex  equity  needs  to  be  reexamined 
along  the  lines  suggested  in  this  chapter. 
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Sex  Equity  in 

Classroom  Organization  and  Climate 

Marlaine  E.  Lockheed, 
with  Susan  S.  Klein 


School  classrooms  are  minisocieties  (Jackson,  1968)  that,  while  self-contained, 
replicate  the  larger  society  (Bourdieu  &  Passeron,  1977).  Sex  inequities  charac- 
teristic of  the  larger  society  are  found  in  abundance  in  coeducational  classrooms; 
the  most  common  of  these  inequities  are  sex  segregation,  male  dominance,  and 
interpersonal  interactions  designed  to  subtly  reinforce  sex  differences  and  sex 
stereotyping.  Ahhough  coeducational  schools  were  hailed  as  a  major  victory  for 
women's  educational  equity  in  the  late  19th  and  early  20th  centuries,  since  they 
provided  girls  and  women  access  to  education  previously  denied  them,  they  were 
not  intended  to  prepare  girls  and  boys  for  similar  positions  in  society.  Not  only 
were  coeducational  schools  formally  segregated,  with  separate  entrances  forgiris 
and  boys,  but  the  curriculum  was  differentiated  by  sex  according  to  then-current 
standards:  domestic  science  for  girls,  "real  world"  subjects  for  boys. 

Present-day  public  coeducational  schools  are  generally  prohibited  by  law 
from  providing  different  services  to  boys  and  girls,  but  subtle  inequities  remain 
in  coeducational  classrooms — inequities  that  are  quite  capable  of  perpetuating  a 
sex-inequitable  adult  society.  The  purpose  of  this  chapter  is  to  document  the 
presence  of  these  classroom  inequities,  to  identify  methods  that  have  been  found 
effective  in  reducing  or  eliminating  these  inequities,  and  to  make  recommenda- 
tions regarding  future  research  and  practice. 

DEFINING  A  SEX-EQUITABLE  CLASSROOM 
ENVIRONMENT 

The  focus  of  this  chapter  is  on  the  interpersonal  and  structural  aspects  of 
the  environment.  This  environment  may  be  influenced  by  the  physical  charac- 
teristics of  the  room,  such  as  its  location  and  the  size  and  location  of  its  furniture; 
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by  the  pedagogical  materials  used  in  class;  by  verbal  and  nonverbal  messages 
from  the  teacher,  such  as  her  or  his  use  of  praise,  eye  contact,  or  the  direct 
content  of  instruction;  by  verbal  and  nonverbal  messages  from  the  student's 
classmates;  and  by  the  general  organizational  context  in  which  the  classroom  is 
located,  including  such  characteristics  of  the  school  as  its  staff,  rules,  or  even  the 
playground  or  special  instaictional  facilities.  Each  of  these  environmental  char- 
acteristics is  capable  of  communicating  a  message  to  the  student;  some  messages 
arc  part  of  the  overt  school  curriculum,  others  aie  part  of  the  "hidden  curricu- 
lum" of  the  school  and  classroom.  Each  message  treats  the  student  equitably  or 
inequitably. 

A  sex-equitable  classroom  environment  is  one  in  which  both  the  overt  and 
the  hidden  curriculum  treat  boys  and  girls  equitably,  so  that  they  receive  equal 
benefits  from  instruction.  Major  categories  of  treatment  include  role  models, 
teacher-student  interaction,  peer  interactions,  school  rules,  and  the  physical  loca- 
tion of  resources.  In  a  sex-equitable  classroom  environment,  role  models — in 
textbook  stories  or  biographies,  in  pictures  in  books  or  on  bulletin  boards,  or  on 
the  school  staff — show  boys  and  girls  or  men  and  women  employed  in  similar 
occupations,  engaged  in  similar  activities,  and  exhibiting  similar  characteristics. 
Furthermore,  boys  and  girls  are  themselves  praised  for  engagmg  in  the  same 
activities,  such  as  playing  with  dolls  or  balls,  and  for  exhibiting  the  same  chaiac- 
teristics,  sucli  as  curiosity,  cooperativeness,  assertiveness,  or  helpfulness. 
School  rules — including  those  regarding  dress,  discipline,  classroom  chores,  or 
lining  up  for  lunch — are  the  same  for  boys  and  girls.  Moreover,  teachers  interact 
in  the  same  way  with  boys  and  girls,  not  excusing  male  rowdiness  while  censur- 
ing it  in  girls,  or  excusing  passive  behavior  in  girls  but  worrying  about  it  in  boys. 
The  physical  use  of  resources  provides  equal  access — both  psychologically  und 
physically — to  male  and  female  students.  For  example,  a  decision  to  locate  a 
microcomputer  in  a  high  school  library  might  encourage  more  sex-equitable  use 
than  a  decision  to  locate  it  in  a  math  classroom  (stereotypically  male)  or  in  a 
typing  classroom  (stereotypically  female).  In  general,  sex  equity  calls  for  the 
provision  of  identical  classroom  environments  for  boys  and  girls. 

To  the  extent  that  students  entering  the  classroom  exhibit  sex  differences  in 
behavior,  the  provision  of  equal  environments  for  boys  and  girls  may  not  be  sex- 
equitable;  it  may  only  set  the  conditions  for  equitable  education,  not  guarantee  it. 
Other  elements  can  intrude  to  counteract  the  effects  of  the  equal  environment: 
family,  peers,  or  media,  for  example.  Children  themselves  may  create  a  learning 
environment  that  is  neither  sex-equal  nor  sex-equitable.  Teachers  may  need  to 
undertake  short-term  compensatory  actions  to  intervene  against  inequities  or 
correct  past  inequities. 

Many  aspects  of  the  coeducational  classroom  environment  are  more  equita- 
ble today  than  they  were  10  years  ago.  They  have  been  changed  largely  through 
the  concerted  efforts  of  individual  teachers  who  are  attempting  to  be  fair  to 
students  of  both  sexes  in  the  graphic  materials  on  display  in  their  classrooms,  in 
the  curricular  materials  they  use,  in  their  seating  arrangements,  in  the  way  they 
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line  students  up  for  classroom  activities,  in  the  student  teamjv  they  compose,  and 
in  student  leaders  they  themselves  select .  In  these  actions  toward  equity,  teachers 
deal  primarily  with  the  physical  environment,  which  is  relatively  easy  to  change. 
What  is  more  difficult  to  change  is  the  interactional  climate  of  the  classroom, 
including  student  preferences  for  sex  inequities,  particularly  since  changing  these 
aspects  of  the  classroom  requires  the  teacher  to  assume  a  more  managerial  role 
than  most  educators  feel  comfortable  assuming.  In  fact,  substantial  and  long- 
term  interventions  are  required  if  the  interactional  inequities  are  to  be  reduced. 

We  recognize  that  the  problem  of  reducing  sex  stereotyping  and  eliminat- 
ing sex  discrimination  is  circular:  sex  differences  in  the  larger  society — possibly 
due  to  historical  discrimination — lead  to  stereotypes  about  individual  sex  dif- 
ferences that  in  turn  lead  to  further  sex  differences  in  society.  The  problem  is, 
where  to  intervene?  In  the  following  discussion  of  classroom  organization  and 
climate,  we  identify  several  types  of  interpersonal  and  structural  inequities  that 
teachers  have  found  can  be  changed  in  the  coeducational  classroom;  we  also  raise 
the  question  of  single-sex  education  as  a  short-term  alternative  to  coeducation  in 
creating  equitable  opportuniti^^s  and  benefits. 

ISSUES 

Three  major  types  of  interpersonal  inequities  characterize  typical  co'jduca- 
tional  classes:  sex  segregation,  sex  inequities  in  teacher-student  interaction,  and 
sex  inequities  in  peer  interaction. 

Sex  Segregation 

Sex  segregation  is  rarely  viewed  as  a  problem,  possibly  because  it  is  seen 
as  a  natural  developmental  stage  that  terminates  in  late  adolescence.  Yet,  it  is  a 
problem.  It  appears  that  sex  segregation  among  children  may  have  social  conse- 
quences that  persist  into  adulthood.  Since  all-female  groups  differ  from  all-male 
groups  (Fennel,  Barchas,  Cohen,  McMahon,  &  Hildebrand,  1978;  Lockheed, 
1976)  in  their  interaction  patterns,  sex  segregation  may  perpetuate  these  sex 
differences  while  inhibiting  cross-sex  cooperation.  Although  adult  men  and 
women  appear  to  cooperate,  there  is  considerable  research  evidence  that  they  do 
not,  in  fact,  interact  equally  when  working  together.  Following  a  review  of 
research  on  mixed-sex  discussion  groups,  Lockheed  and  Hall  (1976)  drew  three 
generalizations  about  behavior  in  these  groups: 

1.  Men  are  more  verbally  active  than  women;  that  is,  the  average  man  initiates 
more  verbal  acts  than  the  average  woman. 

2.  Men  are  more  influential  than  women;  a  woman  is  more  likely  to  yield  to  a 
man's  opinion  than  vice  versa. 

3.  Men  initiate  a  higher  proportion  of  their  acts  than  women  in  task-oriented 
categories  of  behavior,  whereas  women  initiate  a  higher  proportion  of  their 
i.cts  in  social-emotional  categories. 
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These  generalizations  are  consistent  with  the  findings  of  a  recent  meta- 
analysis of  research  on  the  dynamics  of  mixed-sex  task  groups  which  concluded 
that,  in  general,  males  assumed  the  leadership  positions  in  these  groups  (Lock- 
heed, in  press).  These  sex  differences  were  associated  with  stereotyped  expecta- 
tions regarding  the  relative  abilities  of  males  and  females;  when  the  conditions  of 
the  task  groups  were  changed  so  that  the  women  were  expected  to  be  more 
competent  at  the  task,  the  men  no  longer  emerged  as  leaders.  Lockheed  in- 
terpreted these  results  as  indicative  of  status  differences  between  males  and 
females  and  as  consistent  with  the  characterization  of  sex  as  a  diffuse  status 
characteristic  (Lockheed  &  Hall,  1976;  Meeker  *i  Weitzel-O'Neill,  1977). 

Evidence  shows  that  as  early  as  the  elementary  school  years,  sex  as  a  status 
characteristic  can  be  detected  in  children's  cross-sex  behavior  and  attitudes.  In  a 
study  of  second-  and  fifth-grade  mixed-sex  problem-solving  groups,  Zander  and 
Van  Egmond  (1958)  reported  that  males  did  significantly  more  talking  than  their 
female  peers  and  were  more  involved  in  the  influencing  process.  By  the  senior 
high  school  level,  male  domination  of  mixed-sex  groups  is  well  documented 
(Lockheed,  1977;  Lockheed  &  Hall,  1976). 

Also  during  the  elementary  school  years,  children's  awareness  of  sex 
stereotypes  increases  and  their  attitudes  become  more  stereotyped.  Williams, 
Bennett,  and  Best  (1975)  found  that  as  early  as  age  5,  children  had  developed  an 
appreciable  degree  of  knowledge  of  adult  stereotypes  and  that  this  knowledge 
increased  during  the  ne^l  two  years. 

Stein  and  Smitheils  (1969)  also  investigated  children's  awareness  and  at- 
titudes regarding  sex  stereotypes.  They  asked  2nd-,  6th-,  and  12th-grade  students 
to  label  as  masculine  or  feminine  certain  items  from  six  areas:  social,  artistic, 
reading,  mathematics,  spatial  and  mechanical,  and  athletic.  In  the  2nd-grade 
group,  members  of  each  sex  tended  to  view  all  items  as  more  appropriate  for 
their  own  sex;  by  12th  grade,  boys  and  girls  concurred  that  reading  was  feminine 
and  athletics  were  masculine.  The  6th-grade  responses  fell  in  between.  The 
stereotypes  of  iht  12th-graders  were  consistent  with  those  held  by  adults  (Bro- 
verman.  Vogel,  Broverman,  Clarkson,  &  Rosenkrantz,  1972).  Stein  and 
Smitheils  and  other  researchers  reviewed  in  chapter  6  (Educational  Equity  and 
Sex  Role  Development)  also  suggest  that  during  the  school  years,  children  learn 
increasingly  what  is  stereotypically  inappropriate  for  one's  sex  rather  than  what 
is  stereotypically  appropriate.  This  interpretation  was  supported  by  Nash's 
(1975)  study  of  6th-  and  9th-grade  boys  and  girls  who  were  asked  to  rate  "the 
average  male"  and  "the  average  female"  on  95  different  attributes.  Nash  found 
that  older  adolescents  attributed  more  sex  stereotypes.  More  recently.  Best 
(1983)  observed  that  elementary  school  boys  had  clearer  stereotypes  about  what 
girls  should  do  than  girls  had  about  what  boys  should  do;  both  girls'  and  boys' 
stereotypes  we»e  instrumental  in  excluding  the  other  sex  from  their  activities. 

Thus,  the  patterns  of  inequitable  behavior  that  are  found  in  studies  of 
mixed-sex  groups  of  adults  seem  to  have  their  roots  in  the  elementary  years.  The 
sex  segregation  that  occurs  during  the  elementary  school  years  may  not  represent 
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a  "harmless''  developmental  stage.  It  coincides  with  critical  growth  and  changes 
in  children's  awareness,  attitudes,  and  behaviors.  By  allowing  boys  and  girls  the 
option  of  segregating  themseb'es  and  not  cooperating  with  each  other,  and  by 
failing  to  teach  them  to  cooperate  equally,  educators  and  others  may  be  commu- 
nicating to  children  a  normative  acceptance  of  sex  segregation  and  its  conse- 
quences, thereby  providing  children  with  an  environment  in  which  stereotyped 
attitudes  and  behaviors  can  develop  unchallenged. 

In  addition  to  the  social  consequences  of  sex  segregation,  there  may  be 
achievement  or  achievement-related  consequences.  On  the  basis  of  ethnographic 
studies  of  elementary  school  environments  in  California,  Michigan,  and  Mary- 
land, Throne  (1979)  and  Best  (1983)  noted  differences  in  the  social  organization 
and  patterns  of  interactions  in  boys'  and  girls'  groups.  They  both  concluded  that 
sex  segregation  leads  to  a  loss  of  valuable  learning  experiences.  For  example, 
Thome  noted  that  by  not  playing  in  team  sports,  girls  forfeit  an  excellent  oppor- 
tunity to  learn  'romplex  rules,  to  increase  their  mastery  of  the  skills  of  teamwork, 
to  receive  mentoring  from  older  children,  and  to  be  trained  in  settling  disputes. 
Similarly,  in  the  classroom  Webb  (1982)  and  Allen  (1976)  have  demonstrated 
that  peer  learning  is  an  important  factor  in  student  achievement;  to  the  extent  that 
sex  segregation  limits  the  opportunities  for  boys  and  girls  to  learn  from  each 
other,  the  achievement  of  both  may  fall  short  of  its  potential. 

Sex  segregation  is  found  extensively  in  preschool  and  elementary  class- 
rooms and  persists  into  junior  high  school.  A  summary  of  studies  documenting 
sex  segregation  in  student  friendship  choices,  peer  interactions,  seating  patterns, 
work  partner  preferences,  and  play  is  presented  in  table  6.  In  general,  sex 
segregation  is  voluntarily  initiated  by  children,  with  teachers  rarely  intervening 
to  encourage  sex  desegregation. 

Children  enter  school  with  well-defined  sex  roi^  stereotypes  (Weinraub  & 
Leite,  1977)  about  appropriate  male  and  female  behavior.  Since  stereotypes  can 
be  refuted  by  contradictory  reality,  children's  stereotypes  about  substantial  dif- 
ferences between  the  sexes  could  be  reduced  by  interacting  with  cross-sex  class- 
mates. A  highly  sex-integrated  classroom  would  provide  many  opportunities  for 
sex  stereotypes  to  be  confronted  by  contiadictory  evidence  and  subsequently 
minimized;  however,  the  sex -segregated  classroom  that  is  typical  in  elementary 
grades  does  not  provide  such  an  opportunity. 

Sex  Inequities  in  Teacher-Student  Interaction 

Research  on  teacher-student  interaction  has  been  conducted  for  the  last 
three  decades;  some  of  the  more  recent  studies  have  attended  to  sex  and  ethnic 
differences  in  interaction  patterns.  Unlike  conscious  or  unconscious  sex  segrega- 
tion— which  is  both  inherently  discriminatory  and  a  powerful  means  of  per- 
petuating stereotypes — the  classroom  interaction  issue  is  more  complex.  If 
female  and  male  students  behave  differently  in  the  classroom,  it  may  be  appro- 
priate for  the  teacher  to  treat  them  differently  if  the  teacher's  objective  is  ulti- 
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Table  6.    Recent  Studies  of  Sex  Segregation  in  Schools 


Author 


Berk  & 
Lewis 
(1977) 


Campbell 
(1979) 


Damico 
(1975) 


Fagot 
(1977) 


Grant 
(1982) 


Sample 


Measure 


22  boys,  22  girls, 
aged  4-8  yeans,  in 
4  school  types 


230  eletnentary 
students  in  1 1 
classrooms 
1 1  six-person,  cross- 
race,  cross-sex 
groups 


30  students,  8-10 
years  in  university 
lab  school 


106  boys,  101  girls 
in  preschool 


6  Ist-grade 
classrooms 


Observed  social 
contacts, 
interchanges 


Voluntary  group 
composition 

Observed  amount  of 
interaction 


Observed  type  of 
interactions 


Ethnography 


Fagot-Patterson 
observation 


F.thnographic 
observations 


Results 


Girls  engaged  in  more 
same-sex  interchanges 
than  boys.  The  pro- 
portion of  .same-  to 
cross-sex  interchanges 
=  4:1  to  3:1  in  3 
schools;  progressive 
schools  =  1:3. 

78%  of  students  joined 
same-sex  groups. 


63%  of  all  interactions 
were  same-sex  in- 
teractions; 20%  of  all 
interactions  were 
cross-sex ,  cross-  race 
interactions. 

43%  of  cross-sex,  cross- 
race  interactions  were 
negative;  78%  of 
same-sex.  same-race 
interactions  were 
positive. 

There  was  no  recorded 
incidence  of  spon- 
taneous cross-sex  aca- 
demic helping 
behavior.  Two  sepa- 
rate  sex-segregated  .so- 
cial systems  were 
identified. 

Boys  who  showed  cross- 
gender  preference 
were  given  more  peer 
criticism  and  fewer 
positive  reactions. 
There  was  no  peer 
criticism  of  cross-gen- 
der girls. 

There  were  fewer  actual 
cross-sex  intCi  actions 
than  expected  10% 
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Table  6.  {Continued) 


Author 

Sample 

iYicasuiv 

IVwMlllS 

fi^iLfi^r  ill  ^  i*l'ic^i*v  '^C^ 

ILWLi   III  *T  wlUSSv.^,  ,»  rt' 

icwcr  in  1  cut.'tSi  unu 

/*.     ICWV.I     111     1  vUlSS/a 

/"*w\i.'i.'_i.ii V   liftlmn<T  VLf'i  c 
li^rilSS'SLA  llwlplll^  WUS 

uvlwllllv.    II\.I1/I1IU  I'tlC^ 

MK^n*  frr?i!if*ntl V  P 

lllx'l  V.  1  i^v|U^rlIII^    •  ^ 

M  v'>  liY/(<  in  1  class- 

i^s  >         in  in 

\fll\t   V.l4l>>>>    1~1               ■  lV4l>l 

(laiiinun 

jl  classes  in  grades 

oOwioniLir  iL 

A  tiit:i1  ^i^niirMf inn  hv  <i*X 

/V    ll'Ull    ^V.l/4li4lll\lll              ^V.  A 

existed  in  the  cli(|ucs 

in  every  class. 

nallinan  & 

4111-,  Jill-,  tino  om- 

Cj\i>ii\ii^Atrir*  i\t  i<j>^t 
oOClOniLulC  ('1  LiLM 

nf  \Kc<X  Frii^nds 

1  umu 

uri  uc  siuuLniN  in 

Prli^n/I    Prions  I 

were  same -sex  necrs. 

ivVlW   «I41IIIW   »iK#rl  |/\#\^l»i> 

1 8  classrooms 

Vi\n  il  1  IILIIU 

Lockheed  & 

-iv  4tii"'  and  Din- 

/^V\(. i^rir 'it liXn  i\l  t'ir_ 

04*l  1  l^«-S^« A  1  v>^lAlll>iv«^  III 

Hari'is 

grade  chu'^sroonis 

ULl  MUULIll  VUi  U4U 

tan»i*t  stiulent  behavior 

lillk,\.l    >i|UVI\«lll    l/WI  141 V  Ix'l 

lIllLluClKHI 

were  twiee  :k  tVcuiietit 

iV\<IW>    I  1 »  lv\.   41.1  liwuu\»ll* 

as  cross-sex 

responses. 

Ci\r*ii\n)r^trir*  r*itiiiti 
OOtlOniLu  IL  IdUllJ^ 

\/le;in  i*rn<v»»cex  raunoi 

1V|\.4|II    \.l \IO>i   <^\«A  lilllliL,«> 

vuerr*  li^wer  thnn  iiie:in 

WL>iL>  III Wk.i    IIIUII  lll\.illl 

same-sex  ratings. 

Loekhoed  & 

4in-  anu  ^iii- 

WU^L>i  VUllVMl  ^'1  ltli~ 

140^  01  iibser'  Jtions  in- 

Harris 

grauL  ciiiSoruunis 

<Ti«t  ctiulr^nttf  til 

olUUL>lII>i  III 

dicated  cross- sex 

VilV4ll^vi  V»l\#»l»i 

groups 

^1  viui/rt . 

LoeW'^ed, 

21 1  4th-grade  boys 

^'uiie.ceY  ehniee  was 

Oiill  l^-7l\«  A   vll\flv\«  1*41.^ 

rinKei- 

266  4th-grade  girls 

wiirN  ptirinLis 

ni:ule  hv  l^^/o  of  hnVS 

lll4lUL>  UY                \H  \f\Jji> 

stein,  & 

and  Cn^Vo  of  iiirls. 

4IIiVI   \f  f   is*    \f%  C**'* 

Harris 

\\Jty) 

4ij4  jth-graoe  ooys 

i^noice  oi  inrtL 

^•im^_^r*Y  pIi^m/^p  WiK 
Oiliilv«-SLA  Ulllllk^v  Wiio 

Dth-graoe  gins 

work  pdrinLih 

111'wlr*  hv         of  hovs 

III4IVIL    U>     \i%f  /V    \'\  \J\lJi* 

and  57%  of  girls. 

Marquis  & 

2  preschool  classes 

Selection  of  work 

Virtual  sex  segregation 

Cooper 

partner  for  self- 

ill  choices  of  partners 

(1982) 

disciplined  work 

was  observed  on  six 

session 

occasions. 

Phillis 

30  boys,  30  girls. 

Sociometric 

There  were  sex  dif- 

(1971) 

aged  1-8  years,  in 

ferences  in  choice  of 

{continued) 
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Table  6.  (Continued) 


Author 

Sample 

Measure 

Results 

laboratory  summer 

play  partners  and 

school 

leader  of  physical  ed- 

ucation team. 

Schoficld  & 

7th-  and  8th-grade 

Seating  patterns  at 

Cross-sex  adjacencies 

Sagar 

students  at  lunch 

32  tables  in 

were  extremely  rare. 

(1977) 

cafeteria 

Scrbin, 

2  nursery  school 

Cross-sex  cooper- 

Baseline showed  low 

Tonick, 

classes 

ative  play 

rate  of  cooperative 

&  Stcrn- 

cross-sex  play. 

glanz 

(1977) 

Singleton  & 

197  white,  48  black 

Sociometric 

Same-sex  peer  play  and 

Ashcr 

3rd-grade  students 

work  partner  ratings 

(1977) 

39  white,  39  black 

Observation  of 

were  more  positive 

3rd-grade  students 

teacher-student 

than  cross-sex  ratings. 

cross-sex  and  sin- 

77.8% of  peer  interac- 

gle-sex 

tion  was  same-sex 

interaction 

peer  interaction. 

Wilkinson 

23  boys  and  girls  in 

Seating  charts 

Same-sex  preference  oc- 

& Sub- 

four  Ist-grade 

curred  'n  seating. 

koviak 

reading  groups 

(1982) 

Note.  The  complete  citations  for  these  referenccj*  arc  available  from  the  senior  author  on  request. 


mately  to  reduce  those  sex  differences.  We  noted  previously  that  there  was  little 
evidence  of  academic  differences  between  girls  and  boys  in  the  classroom.  There 
is,  however,  substantial  evidence  of  behavioral  differences:  girls  are  less  disrup- 
tive than  boys  and  speak  out  less  than  boys.  Should  a  teacher  seek  to  lessen  male 
disruptive  behavior  or  to  increase  female  verbal  participation  in  class,  the  teacher 
might  need  to  interact  differently  with  the  girls  and  boys  in  the  classroom — 
calling  on  girls  more  than  on  boys,  or  selectively  ignoring  certain  male  behavior. 
Equality  of  treatment  would  be  an  inappropriate  teacher  response  to  differential 
student  behavior.  If  student  behavior  were  not  sex-differentiated,  however,  then 
sex -differentiated  teacher  response  could  lead  to  sex-differentiated  student  be- 
havior. The  matter  is  further  complicated  by  considering  teacher  attention  as  a 
classroom  resource  to  be  evenly  distributed  to  all  students.  In  that  case,  teachers 
should  attend  to  all  students  identically,  without  regard  to  student  behavior.  This 
suggestion,  however,  is  not  likely  to  be  accepted  by  teachers  who  are  concerned 
with  maintaining  control  over  disruptive  students  or  who  are  eager  to  encourage 
the  participation  of  reticent  students. 

Research  on  sex  differences  in  teacher-student  interaction  has  not  been 
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consistent  in  reporting  inequities;  because  this  literature  is  voluminous,  in  this 
chapter  we  touch  on  it  only  lightly. 

•  The  earliest  observational  studies  of  sex  differences  in  teacher-student 
interaction  were  motivated  by  interest  in  behavior  modification  through  positive 
and  negative  reinforcement;  these  studies  focused  on  the  amount  of  teacher 
praise  and  criticism  that  was  directed  at  girls  versus  boys  in  classrooms.  Results 
of  these  early  studies  are  inconsistent.  For  example,  Meyer  and  Thompson's 
(1956)  study  of  children  in  three  sixth  grades  reported  that  boys  received  a  larger 
number  of  disapproval  contacts  than  girls  received,  but  that  there  were  no  sex 
differences  in  approval  contacts.  Meyer  and  Lindstrom  (1969),  however,  in  a 
study  of  13  classes  of  Head  Start  childrei:,  reported  no  sex  differences  in  the  rates 
either  of  received  "praise"  or  "blame."  In  contrast,  Spaulding  (1963),  in  a  study 
of  21  fourth-  and  sixth-grade  classrooms,  found  that  boys  received  both  more 
praise  and  more  criticism  than  did  girls.  This  was  also  found  more  recently  by 
Etaugh  and  Harlow  (1975)  for  female  teachers  of  fifth-  and  sixth-grade  students, 
by  Wirtenberg  (1979),  and  by  Sadker  and  Sadker  (1982)  in  102  fourth,  sixth,  and 
eighth-grade  classes.  Finally,  Delefes  and  Jackson  (1972)  found  that  fifth-  and 
eighth-grade  boys  received  more  praise  th-^n  their  female  classmates;  no  sex 
differences  in  criticism  received  were  reported.  Other  studies,  differently  nioti- 
vated,  examined  sex  differences  in  the  opportunities  that  teachers  provided  for 
the  girls  and  boys  in  their  classes.  For  example,  Morrison  (1979)  found  that  boys 
received  more  direct  teacher  questions  than  did  girls  and  that  the  ideas  of  boys 
were  more  often  used  in  classroom  discussions.  Sikes  (1972)  reported  that  teach- 
ers were  more  likely  to  seek  out  boys  to  check  their  work  and  to  give  them  help. 

Recognizing  that  teacher-student  interaction  was  as  much  a  function  of 
student-initiated  interaction  as  a  function  of  teacher-to-student  interaction  (Klein, 
1971),  investigators  began  to  study  how  students  behaviors  contributed  to  the 
reported  differences  in  teacher-student  interaction.  In  general,  these  studies 
found  greater  activity  on  the  part  of  boys  relative  to  girls.  For  example.  Good, 
Sikes,  and  Brophy  (1973)  studied  16  junior  high  school  classes  and  found  that 
boys  initiated  more  contacts  of  all  types  with  teachers.  Although  the  pattern  of 
greater  male  activity  has  generally  been  reported  (Good  &  Findley,  in  press, 
contains  a  review)  some  exceptions  to  this  pattern  have  been  noted. 

At  the  college  level,  studies  of  student-teacher  interaction  have  been  con- 
founded by  teacher  sex  and  type  of  subject  matter.  For  example,  while  Karp  and 
Yoels  (1976)  reported  that  in  10  male-taught  nonscicnce  classes  a  higher  propor- 
tion of  teacher  interactions  occurred  with  male  students  than  with  female  stu- 
dents, no  such  difference  was  found  when  sex  of  teacher  and  ^subject  matter  were 
controlled  (Boersma,  Gay,  Jones,  Morrison,  &  Rcmick,  1981).  Similarly,  in 
another  incomplete  design,  Stemglanz  and  Lybcrger-Ficek  (1977)  found  that 
males  initiated  more  contact  with  the  teacher  in  16  male-taught  science  classes 
and  44  nonsciencc  classes,  33  taught  by  males,  a  landing  not  replicated  in  the 
Boersma  et  al.  study  in  which  teacher  sex  and  subject  matter  were  balanced. 

Because  sex  differences  in  student  behavior  have  been  observed,  dif- 
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ferences  in  teacher  behavior  directed  at  students  are  not  surprising.  Praising, 
criticizing,  asking  questions,  and  interacting  are  all  powerful  methods  of  main- 
taining classroom  discipline,  as  well  as  of  instructing.  To  determine  whether 
teachers  respond  inequitably  to  girls  versus  boys,  it  is  necessary  to  identify  the 
student  behaviors  (or  contingencies)  that  precipitate  teacher  responses  and  to 
hold  such  student  behavior  constant  while  examining  teacher  response.  Most  past 
studies  of  student-teacher  interaction  have  not  controlled  precipitating  student 
behavior.  Their  conclusions  about  differential  teacher  responses  should  not  be 
interpreted  as  documenting  inequitable  teacher  response  (Good  et  al.,  1973; 
Hillman  &  Davenport,  1978;  Sikes,  1971). 

Some  studies,  however,  have  sought  to  address  student  contingencies.  For 
example,  it  has  been  reported  that  girls  have  received  less  praise  for  correct 
answers  (Brophy  &  Good,  1970);  that  praise  received  by  girls  occurs  randomly, 
while  boys  are  praised  for  participation  in  academic  activities  (Delefes  &  Jack- 
son, 1972);  that  girls  receive  more  negative  feedback  on  the  intellectual  quality 
of  their  work  (Dweck,  Davidson,  Nelson,  &  Enna,  1978);  und  that  twice  the 
proportion  of  criticism  that  girls  receive  is  for  "lack  of  knowledge  or  skill" 
(Spaulding,  1963).  Because  these  studies  have  used  the  teacher  as  the  unit  of 
observation,  there  remains  the  question  of  how  sex  differences  in  the  frequency 
of  student-initiated  behavior  toward  the  teacher  come  to  effect  these  teacher 
responses.  That  is,  if  one  particular  boy  initiates  many  contacts  with  the  teacher, 
the  response  to  him  might  not  be  the  san  as  the  teacher's  general  response  to 
boys.  To  study  sex  difference*'  in  teacher  responses  more  generally,  it  is  neces- 
sary to  sample  the  student  behavior  of  both  boys  and  girls  and  then  observe 
teacher  responses.  This  was  done  in  a  study  of  29  fourth-  and  fifth-grade  class- 
rooms in  which  the  behaviors  of  six  randomly  selected  students,  three  boys  and 
three  girls,  were  observed  during  an  entire  instructional  day  (Lockheed  &  Harris, 
1982).  Different  students  were  observed  for  each  of  8  observation  days  spread 
across  the  school  year.  Consistent  with  previous  research,  more  behaviors  were 
recorded  for  male  than  female  students,  and  higher  proportions  of  male  behaviors 
were  coded  as  not  conforming  to  the  classroom  norm,  while  a  higher  proportion 
of  female  events  were  coded  as  normatively  appropriate.  Few  sex  differences  in 
teacher  responses  to  student  behaviors  were  found,  and  no  sex  differences  in 
teacher  responses  to  student  behaviors  were  found  when  analyses  were  con- 
ducted separately  within  nine  different  subject  matter  areas,  including  reading 
and  mathematics. 

Another  study  of  85  children  in  seven  second-grade  and  four  sixth-grade 
classrooms  shows  that  teachers  may  respond  to  female  and  male  students  in  the 
same  way,  even  when  the  behavior  initiated  by  boys  and  girls  is  different. 
Pintrich  and  Blumenfeld  (1982)  reported  that  teachers  did  not  respond  differently 
to  boys  and  girls  during  recitation,  small  group  work,  or  seatwork,  even  though 
student  behavior  varied  by  sex.  In  small  group  settings  boys  talked  more,  where- 
as girls  sought  help  more;  in  seatwork  boys  engaged  in  more  social  comparison 
than  girls.  In  general,  girls  seemed  more  comforming,  behaving  more  appropri- 
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ately  than  boys  in  recitation  and  small  group  settings.  In  transition — that  is, 
moving  from  one  activity  to  another — however,  boys  received  more  negative 
feedback  than  girls,  and  girls  were  more  often  targets  of  teacher  commands.  The 
authors  note  that  these  results  are  interesting  because  although  boys'  and  girls' 
behavior  varied  in  other  settings,  it  was  similar  in  transitions. 

Other  teacher  behaviors  that  communicate  sex-differentiated  expectations 
have  been  summarized  by  Hall  (1982).  She  noted  that  teachers  may  devalue  the 
won  of  female  students  relative  to  males  and  may  encourage  female  helplessness 
by  solving  a  problem  posed  by  girls,  while  explaining  to  boys  how  to  solve  the 
problems.  Hall  also  notes  that  in  interactions  with  postsecondary  or  adult  stu- 
dents, teachers  call  on  or  make  eye  contact  with  male  students  more  frequently 
than  with  female  students,  and  that  female  students  are  more  frequently  victims 
of  sexual  harassment. 

In  summary,  although  teachers  on  the  whole  treat  their  female  and  male 
students  differently,  this  differential  treatment  is  primarily  in  response  to  sex 
differences  in  precipitating  student  behaviors.  Recent  research  has  been  able  to 
detect  this  relationship  by  using  sophisticated  techniques  of  observation  and 
analysis  to  examine  sequential  interaction  patterns.  Moreover,  it  is  also  likely 
that  after  a  decade  of  exposure  to  Title  IX  and  to  the  civil  rights  and  women's 
movements,  those  teachers  who  have  always  wanted  to  treat  their  students  fairly 
have  become  more  aware  of  how  to  do  so.  The  next  step  will  be  to  help  teachers 
restructure  their  classrooms  so  that  female  and  male  students  can  behave  more 
similarly  in  desired  ways. 

Sex  Inequities  in  Peer  Interaction 

Peer  interaction  in  the  classroom  occurs  throughout  the  day  and  for  all 
subject  matter  areas,  whether  or  not  it  is  intended  by  the  teacher.  Lockheed 
estimates  that  peer  contacts  account  for  29%  of  all  experiences  of  a  child  in  a 
typical  classroom  (Lockheed,  1982).  In  addition,  some  teachers  organize  their 
classrooms  so  that  greater  peer  interaction  is  encouraged  through  unstructured 
small  group  work.  Peer  interaction  is  an  important  source  of  sex  inequities, 
although  relatively  little  research  has  been  conducted  on  unstructured  peer  in- 
teraction in  the  classroom.  Studies  of  sex  segregation,  reviewed  in  the  previous 
discussion  of  classroom  organization,  suggest  that  little  cross-sex  peer  interac- 
tion occurs.  Yet,  these  studies  of  seating  arrangements,  friendship  choices,  or 
even  the  extent  of  interaction  do  not  describe  the  nature  of  the  interaction. 

Research  on  unstructured  cross-sex  interaction  indicates  that  it  is  charac- 
terized by  lack  of  cooperation  and  by  male  dominance.  For  example,  Serbin, 
Tonick,  and  Stemglanz  (1977)  found  a  low  rate  of  cooperative  cross-sex  play  in 
two  nursery  school  classes,  and  Grant  (1982)  reported  that  cross-sex  helping  was 
rarely  observed  in  first  grade.  Similariy,  Wilkinson  and  Subkoviak  (1982)  re- 
ported finding  low  rates  of  cross-sex  requests  for  information  in  four  first-grade 
reading  groups.  In  an  ethnographic  study  of  one  classroom  of  students  aged  8  to 


EMC 


200    GENERAL  EDUCATIONAL  PRACTICES  FOR  PROMOTING  SEX  EQUITY 


10,  Damico  (1975)  reported  "no  recorded  incidence  of  spontaneous  cross-sex 
academic  helping  behavior."  Webb  (1982)  found  that  girls  in  homogeneously 
composed  high  school  mathematics  groups  responded  equally  to  requests  for 
help  from  both  other  girls  and  boys,  but  that  boys  responded  virtually  only  to 
boys. 

Although  little  research  on  leadership  in  classroom  peer  interaction  has  been 
conducted,  some  laboratory  studies — using  school-age  individuals  as  subjects — 
have  been  done.  These  studies  show  that  the  interaction  in  mixed-sex  groups  is 
typically  imbalanced  in  favor  of  males  (Lockheed,  in  press).  Indicators  of  im- 
balance include  verbal  and  nonverbal  activity,  influence,  and  perceived  lead- 
ership. Studies  of  sex  differences  in  these  indicators  are  summarized  in  table  7. 

Relatively  few  studies  have  examined  sex  differences  in  leadership  interac- 
tion in  children's  task  groups.  Exceptions  are  a  series  of  studies  conducted  by 
Lockheed  and  her  colleagues  and  another  series  of  studies  conducted  by  Webb. 
Lockheed's  laboratory  studies  utilized  a  common  stimulus  task,  a  maze  game 
requiring  group  collaboration;  interaction  in  the  group  was  videotaped  and  subse- 
quently coded.  No  sex  differences  in  either  verbal  participation  or  influence  were 
found  in  groups  composed  of  fourth-  and  fifth-grade  strangers  matched  on  field 
independence,  age,  height,  and  social  class  (Lockheed,  Harris,  &  Nemceff, 
1983),  but  considerable  sex  differences  were  observed  in  both  participation  and 
influence  in  groups  of  similar  children  from  ongoing  classrooms,  with  boys 
generally  more  active  and  influential  than  giris  (Lockheed,  Finkelstein,  &  Har- 
ris, 1979).  Studies  of  high  school  students  showed  no  sex  differences  in  task 
participation  when  ability  was  controlled  (Webb,  1982)  or  when  cognitive  style 
was  field-independent  (Lockheed,  1977). 

Studies  of  college-age  groups  generally  report  sex  differences  favoring 
males.  If,  however,  the  females  are  known  to  possess  a  skill  that  is  particulariy 
relevant  to  the  group  task  (Artz,  1975;  Swanson  &  Tjosvold,  1979)  or  have  been 
assigned  to  leadership  roles  (Jacobson  &  Effertz,  1974;  Maier,  1979),  they  are 
more  active  and  influential  than  the  male  students.  A  review  of  the  literature 
recently  completed  by  Hall  (1982)  concluded  that  the  quality  of  cross-sex  class- 
room interaction  in  higher  education  may  be  negative  for  women,  insofar  as 
women  students  may  be  ignored  by  male  classmates,  may  have  their  contribu- 
tions discounted,  and  may  be  subject  to  stereotyped  language  and  expectations 
on  the  part  of  other  students.  Quantitative  evidence  regarding  such  inequities  is 
limited  and  dated,  but  to  the  extent  that  such  inequities  have  existed  or  are  felt 
now  to  exist  by  female  students,  these  t>pes  of  inequities  in  interaction  constitute 
problems  to  be  addressed. 

Just  as  sex  inequities  in  society  are  reflected  in  classroom  climate  and 
organization,  so  too  are  inequities  related  to  race,  ethnicity,  and  perceived  abil- 
ity. Thus,  studies  indicate  that  minority  giris  experience  a  different  classroom 
environment  from  minority  boys  or  nonminority  giris  (Grant,  1983;  Morrison, 
1979;  U.S.  Commission  on  Civil  Rights,  1973).  Similar  differences  have  also 
been  noted  for  disabled  and  gifted  giris  (Leinhardt,  Seewald,  &  Engel,  1979; 
Parsons,  Futterman,  Kaczala,  &  Meece,  1979). 
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tabic  ?•   RcccnC  Studies  of  Facc-to-Facc  Cross-Sex  Interaction  in  Small  Groups 


Author  and  date 


dampi'e 


Task 


Dependent  variable 


Result 


Elementary  school 
Harris  &  Lockheed 
(1982) 


Lockheed,  Finkelstein, 
&  Harris  (1979) 


Lockheed,  Harris,  & 
Nemceff  (1983) 


Raviv  (1982) 


ERIC 


38  mixcd-scx  groups  of 
4th-grade  students 

26  mixed-sex  groups  of 
5th-grade  students 

31  four-person  (2  male*  2 
female)  groups  of  4th- 
and  5th-grade  students 
from  ongoing 
classrooms 

17  four-person  (2  male,  2 
female)  groups  of  4th- 
and  5th-grade  students 


21  mixed-sex  groups  of 
7th-grade  students  from 
**Group  Investigation'' 
classes  (Israel) 

26  mixed-sex  groups  of 
7th-grade  students  from 
STAD  classes  (Israel) 


**Lost  on  the  Moon*' 


**Lost  on  the  Moon*' 


Kill  the  Bull:  a  board 
game  in  which  group 
members  decide  on  best 
path  to  move  token 
through  maze  to  reach  a 
goal 

Kill  the  Bull 


Lego  construction  task 


Lego  construction  task 


Influence  over  group 

ranking  of  items  to  be 

saved 
Influence  over  group 

ranking  of  items  to  be 

saved 

Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  infiuence 
over  group  decisions 

Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  infiuence 
over  group  decisions 

Verbal  cooperation,  non- 
verbal cooperation, 
competition 

Verbal  cooperation,  non- 
verbal cooperation, 
competition 


n.s.d. 


n.s.d. 


M  >  F 


n.s.d. 


F  >  M  verbal  coop, 
n.s.d.  nonverbal  coop, 
n.s.d.  competition 

F  >  M  verbal  coop, 
n.s.d.  nonverbal  coop, 
n.s.d.  competition 


(continued) 
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Author  and  date 


Sample 


Task 


Dependent  variable 


Result 


High  School 
Lockheed  (1976) 


Lockheed  (1977) 


O  (1982) 

ERIC 


18  mixed-sex  groups  of 
7th-grade  students  from 
whole-class  classes 
(Israel) 

8  four-person  (2  male,  2 
female)  groups  of  high 
school  students 


9  four-person  (2  male,  2 
female)  groups  of  high 
school  students  familiar 
with  task 

9  four-person  (2  male,  2 
female)  groups  of  field- 
dependent  high  school 
students 

10  four-person  (2  male,  2 
female)  groups  of  field- 
dependent  high  school 
students 

33  female  and  44  male 


Lego  construction  task 


Kill  the  Bull 


Kill  the  Bull 


Kill  the  Bull 


Kill  the  Bull 


Unit  on  exponents  and 

2iO 


Verbal  cooperation,  non- 
verbal cooperation, 
competition 


Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  influence 
over  group  decisions 

Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  influence 
over  group  decisions 

Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  influence 
over  group  decisions 

Modified  Bales  IPA  coded 
from  videotapes;  acts 
initiated  and  received 
and  actual  influence 
over  group  decisions 

Gives  explanation,  re- 


F  >  M  verbal  coop. 
F  >  M  nonverbal 

coop. 
F  >  M  competition 

M  >  F 


n.s.d. 


M  >  F 


n.s.d. 


n.s.d. 


Undergraduate 
Artz  (1975) 


Bartol  (1973) 


high  school  mathemat- 
ics students,  working  in 
groups;  groups  com- 
posed of  mixed-  or 
matched-ability  students 


23  cross-sex  dyads  of 
undergraduates 

21  cross-sex  dyads  of 
undergraduates 

21  cross-sex  dyads  of 
undergraduates 

22  cross-sex  dyads  of  un- 
dergraduates, male  with 
higher  **creative  writ- 
ing aptitude" 

22  cross-sex  dyads  of  un- 
dergraduates, female 
with  higher  **creative 
writing  aptitude** 

24  mixed-sex  groups  of 
undergraduate  business 
majors 


scientific  notation 


Creative  story  writing  for 
men's  magazine 

Creative  story  writing 


Creative  story  writing  for 
women's  magazine 

Creative  story  writing  for 
men's  magazine 


Creative  story  writing  for 
men's  magazine 


*The  Executive  Game": 
a  firm  making  a  single 
product 


ERLC 
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ceives  explanation,  re- 
ceives no  explanation 


Responds  to  requests  for      F  >  M 
help 

Number  of  inidividuals'       M  >  F 

ideas  incorporated  into 

dyads'  story 
Number  of  individuals'  n.s.d. 

ideas  incorporated  into 

dyads'  story 
Number  of  individuals'        F  >  M 

ideas  incorporated  into 

dyads'  story 
Number  of  individuals'        M  >  F 

ideas  incorporated  into 

dyads'  story 

Number  of  individual's        M  >  F 
ideas  incorporated  into 
dyads*  story 

Peer  ranking  on  **goal         M  >  F 
achievement'*  from  4 
questions 


(continued) 


Table  ?•  {Continued) 


Author  and  date 


Sample 


Task 


Dependent  variable 


Result 


Crosbie  (1979) 


Eskilson  &  Wiley 
(1976) 


Hall  (1974) 


Jacobson  &  Effcrtz 


ERIC 


20  mixed-sex  groups  of 
undergraduates 


12  groups  of  undergradu- 
ates (4  same-  and  8 
mixed-sex)  with  female 
leaders  assigned 
randomly 

12  groups  of  undergradu- 
ates (4  same-  and  8 
mixed-sex)  with  female 
leaders  assigned  on  the 
basis  of  **spatial  per- 
ception ability*' 

20  four-person  (2  male,  2 
female)  groups  of  stu- 
dent teachers 


6  three-person  (I  female, 
2  male)  groups  of  un- 


SIMSOC 


Assembling  a  puzzle  con- 
sisting of  17  multi- 
colored geometric  felt 
figures  that  could  be  ar- 
ranged to  form  five 
equal-size  squares 

Assembling  a  puzzle  con- 
sisting of  17  multi- 
colored geometric  felt 
figures  that  could  be  ar- 
ranged to  form  five 
equal-size  squares 

**Johnny  Rocco"  case 
discussion 


Reproducing  a  design  in 
dominoes;  leader  has 


Peer  ratings  on  within-         M  >  F 

group  participation; 

peer  ratings  of  power 

and  presiige  combined 

with  actual  resources 

controlled  (status  rank) 
Bales  Interaction  Process      M  >  F 

Analysis  scored  from 

videotapes;  proportion 

of  group  speaking  time 

in  *Meaderlike** 

categories 
Bales  Interaction  Process      M  >  F 

Analysis  scored  from 

videotapes;  proportion 

of  group  speaking  time 

in  *Meaderlike" 

categories 
Modified  Bales  IPA  score     M  >  F 

from  videotapes;  pro- 
portion of  group  **task 

acts**;  probability  of 

being  **most  active**  in 

group-  Most  influential- 
Percentage  of  dominoes        F  >  M 

correctly  placed  by 
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Nemcth,  Endicott,  & 
Wachtlcr  (1976) 


Parker  (1973) 

Piliavin  &  Martin 
(1978) 


Stake  &  Stake  (1979) 


dcrgraduatcs  in  which 
the  female  was  ran- 
domly assigned  as 
leader 

6  three-person  (I  male,  2 
female)  groups  of  un- 
dergraduates in  which 
the  male  was  randomly 
assigned  as  leader 

28  six-peison  mixed-sex 
groups  of  undergradu- 
ates Irom  ongoing 
classes 

207  college  sludents  in  10 
discussion  sections 

46  mixed-sex  groups  of 
undergraduates 


1 1  cross-sex  dyads  of  un- 
dergraduates, matched 
on  high  performance 
self-esteem 

1 1  cross-sex  dyads  of  un- 
dergraduates, female 
performance  self-esteem 
higher  than  male  per- 
formance self-esteem 


design  and  followers 
have  dominoes 


Reproducing  a  design  in 
dominoes;  leader  has 
design  and  followers 
have  dominoes 

"hry"  deliberation  on 
murder  case 


History  and  sociology 

**Johnny  Rocco"";  girl 
discovers  roommate 
using  heroin;  race  rela- 
tions problem 

Joint  decision  regarding 
10  best  ways  of  reduc- 
ing crime  on  campus, 
after  individual  decision 
made 

Joint  decision  regarding 
10  best  ways  of  reduc- 
ing crime  on  campus, 
after  individual  decision 
made 


followers 


Percentage  of  dominoes 
correctly  placed  by 
followers 


M  >  F 


Bales  IPA  categories:  task  M 
orientation 


>  F 


Verbal  participation  M  >  F 

Bales  IPA  categories  M  >  F 

coded  from  audiotapes; 
task  orientation 

Number  of  opinions;  rela-  n.s.d. 
tive  weight  given  to  in- 
dividual decision  in 
contribution  to  group 
decisioi! 

Number  of  opinions;  rela-     F  >  M 
tive  weight  given  to  in- 
dividual decision  in 
contribution  to  group 
decision 


ERIC 
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{continued) 


Table  7.  (Continued) 


Author  and  date 

Sample 

Task 

Dependent  variable 

Result 

1 1  cross-sex  dyads  of  un- 

Joint decision  regarding 

Number  of  opinions;  rela- 

M >  F 

dergraduates,  male  per- 

ten best  ways  of  reduc- 

tive weight  given  to  in- 

formance self-esteem 

ing  crime  on  campus. 

dividual  decision  in 

higher  than  female  per- 

after individual  decision 

contribution  to  group 

formance  self-esteem 

made 

decision 

1 1  cross-sex  dyads  of  un- 

Joint decision  regarding 

Number  of  opinions;  rela- 

M >  F 

dergraduates  matched 

ten  best  ways  of  reduc- 

tive weight  given  to  in- 

on low  performance 

ing  crime  on  campus. 

dividual  decision  in 

self-esteem 

after  individual  decision 
made 

contribution  to  group 
decision 

Swanson  &  Tjosvold 

15  cross-sex  dyads  of  un- 

Identifying hidden  figures 

Number  of  figures 

F  >  M 

(1979) 

dergraduates  in  which 
females  had  greater  task 
competence  than  males 

identified 

13  cross-sex  dyads  of  un- 

Identifying hidden  figures 

Number  of  figures 

M  >  r 

dergraduates  in  which 

identified 

males  had  greater  task 

competence  than 

females 

Webber  (1976) 

83  four-person  groups 

Analyzing  cases  and  writ- 

Peer ratings  on  task  lead- 

M >  F 

from  ongoing  manage- 

ing group  reports 

ership  and  task 

ment  classes 

contribution 

Note:  The  complete  citations  for  these  references  arc  available  from  the  senior  author  on  request, 
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SOLUTIONS 

Until  recently  most  educators  have  been  unaware  that  sex  segregation,  sex- 
stereotyped  teacher-student  interaction,  and  imbalanced  cross-sex  peer  interac- 
tions constituted  problems  of  sex  inequity.  It  has  been  important  to  draw  the 
attention  of  practitioners  to  these  problems  through  the  publication  of  research 
documenting  these  phenomena  and  demonstrating  their  negative  effects  on  learn- 
ing and  development.  At  present,  some  of  this  research  is  being  incorporated  into 
teacher  and  administrator  training  and  is  being  made  more  widely  available 
through  publications  such  as  "The  Classroom  Climate:  A  Chilly  One  for  Wom- 
en," a  paper  published  by  the  project  on  the  Status  and  Education  of  Women  of 
the  Association  of  American  Colleges  (Hall,  1982),  which  deals  with  postsecon- 
dary  education.  Awareness  alone,  however,  is  a  necessary  but  insufficient  condi- 
tion for  effecting  change.  Specific  strategies  for  reducing  sex  segregation  and 
bringing  about  sex-equitable  student-teacher  and  peer  interactions  are  needed.  In 
this  section  we  shall  discuss  some  strategies;  other  strategies  specific  to  content 
or  age-group  are  discussed  in  other  chapters. 

Strategies  for  Reducing  Sex  Segregation 

Strategics  reported  in  this  section  are  derived  from  research;  thus,  the 
research  is  discussed  with  the  strategy.  All  have  been  evaluated  and  found 
effective,  if  only  temporarily. 

/.  Teacher  Reinforcement  of  Cross-sex  Play,  Positive  evaluation  of 
cross-sex  peer  interaction  by  the  teacher  is  an  effective  way  of  encouraging  such 
behavior.  In  a  study  of  two  nursery  school  classes  of  4-year-old  children,  teach- 
ers praised,  attended  to,  and  publicly  acknowledged  naturally  occurring  cooper- 
ative cross-sex  play  (Serbin,  Tonick,  &  Stemglanz,  1977).  Reinforcement  in- 
creased rates  of  cooperative  cross-sex  play  significantly  in  both  classes,  but 
removal  of  treatment  resulted  in  a  complete  reversal  to  the  baseline  rate  of  same- 
sex  play.  Had  the  teacher  continued  to  reinforce  cross-sex  interaction,  the  boys 
and  girls  might  have  continued  to  interact  with  each  other. 

2.  Teacher-directed  Cross-sex  Physical  Adjacencies.  To  inquire  about 
the  effects  on  sex  segregation  of  teacher-required  cross-sex  seating,  lines,  or 
teams  seems  redundant:  if  the  teacher  requires  students  to  integrate,  then  we 
should  not  observe  sex  segregation.  Effective  strategies  for  integrating  the  class- 
room, therefore,  have  rarely  been  studied  alone.  It  is  generally  assumed  that  if 
teachers  use  nonsexist  procedures  for  assigning  seats  or  lining  up  students,  then 
student  behavior  will  reflect  sex  desegregation-  Anecdotal  findings  suggest, 
however,  that  without  continued  intervention  by  the  teacher,  students  will  return 
to  voluntarily  sex-segregated  patterns. 

i.  Teacher  Discussion.  Teachers  rarely  confront  their  students  to  deter- 
mine why  they  voluntarily  segregate  themselves.  Classroom  discussion  of  sex 
segregation  may  be  an  effective  technique  for  eliminating  it.  For  example,  Kevin 
Karkau,  a  student  teacher,  described  several  teacher-led  discussions  he  had  with 
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his  fourth-grade  class,  one  of  which  dcah  with  cross-sex  interaction:  "For  the 
second  discussion,  the  goals  were  to  discover  reasons  why  boys  and  girls  in- 
teracted  so  rarely,  to  make  them  aware  of  their  behavior  and  its  limiting  effects 
on  people,  suggest  activities  v/here  the  kids  could  interact  more  with  POTOS* 
(such  as  helping  with  classwork,  integrating  the  art  tables  and  lines),  and,  if  they 
seemed  ready,  initiate  a  reward  system  (M  &  M's)  for  performance  on  integrat- 
ing activities."  Students  in  his  class  reported  that  after  the  discussions  they  felt 
more  at  ease  in  cross-sex  talking,  standing  in  line,  sitting,  helping,  playing  at 
recess,  and  touching;  students  also  reported  less  teasing  when  a  boy  and  girl  were 
observed  talking  or  touching  (Karkau,  1973).  In  her  3-year  longitudinal  interven- 
tion, Raphaela  Best  (1983)  used  two  types  of  discussion  activities  to  develop 
lasting  patterns  of  sex  integration  among  elementary  school  students.  The  first 
discussion  strategy  was  consciously  to  help  the  students  refute  sex  stereotypes; 
the  second,  to  encourage  cross-sex  peer  dialogue  on  topics  of  mutual  concern, 
one  of  which  was  human  sexuality  and  sexual  dimorphism. 

4,  Programs  of  Infusion,  Few  sex  equity  interventions  are  specifically 
directed  toward  reducing  sex  segregation,  although  many  muhifaceted  programs 
include  sex  desegregation  as  an  objective.  For  example,  the  Lincoln  County 
National  Demonstration  Project  (Hutchison,  1981)  used  a  large  number  of 
WEEAP  (Women's  Educational  Equity  Act  Program)  and  other  products  to 
dviHonstrate  their  effectiveness  in  promoting  educational  equity.  Evaluation  of 
the  project  activities  included  interviews  with  students  and  teachers.  Both  groups 
were  asked  whether  they  noticed  any  ways  in  which  student  behavior  differed 
from  that  of  previous  years.  At  the  elementary  schools,  both  students  and  teach- 
ers commented  on  changes  in  playground  behavior.  They  reported  that  there 
were  no  longer  any  single-sex  games:  some  boys  now  joined  in  jump  rope,  baton 
twirling,  and  games  of  jacks,  and  girls  were  joining  boys  in  tetherball  and 
marbles.  In  addition,  elementary  teachers  report'  j  that  more  girls  and  boys  were 
playing  together  on  teams  and  choosing  each  other  as  partners  and  that  there  was 
a  decrease  in  the  number  of  all-girl  and  all-boy  tables  i'.i  the  cafeteria.  Secondary 
students  noticed  fewer  changes,  but  they  did  report  mc  re  association  between  the 
sexes  and  more  inclination  to  try  things  traditional  to  the  opposite  sex.  Secondary 
teachers  reported  more  girls  and  boys  working  together  on  projects. 

Strategies  for  Promoting  Equal  Status  Peer  Interaction 

Equai  status  interaction  is  a  powerful  tool  for  reducing  stereotypes  about 
"others"  (Cohen,  Lockheed,  &  Lohman,  1976;  Cohen  &  Roper,  1972;  Katz  & 
Benjamin,  1960).  Most  research  on  equal  status  interaction  has  occurred  in 
laboratories,  but  a  few  attempts  have  been  made  to  restructure  classrooms  to 
promote  such  interaction.  The  most  extensively  usod  approach  is  to  iitilize  struc- 
tured cooperative,  mixed-sex  groups  as  a  major  instructional  strategy.  We  em- 
phasize that  the  teacher  must  build  equal  status  interaction  into  the  structure  of 

•Persons  of  the  opposite  sex 
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the  cooperative  groups;  failure  to  structure  the  groups  can  result  in  the  confirma- 
tion of  stereotypes  (Lockheed  &  Harris.  1984).  Evidence  that  structured  groups 
can  promote  sex  equity  is  provided  by  several  recent  studies  that  are  summarized 
in  the  following  paragraphs. 

/,  Group  Investigation  Method,  An  Israeli  experiment  conducted  by 
Sharan  and  his  colleagues  (1982)  compared  cross-sex  cooperation  in  small 
groups  composed  of  students  from  33  seventh-grade  classrooms  randomly  as- 
signed to  one  of  three  treatment  conditions:  the  Group  Investigative  (GI)  .nethod 
(Sharan  &  Hertz-Lazarowitz,  1980);  Student-Teams  Acliievement  Divisions 
(STAD)  method  (Slavin,  1980);  and  traditional  whole-class  instruction.  Both  the 
GI  and  STAD  methods  use  various  forms  of  cooperative  peer  interaction  in  small 
groups,  GI  stresses  a  shared  academic  task,  and  STAD  stresses  peer  tutoring  and 
between-tcam  competition. 

The  three  different  instructional  methods  were  implemented  in  ^nc  class- 
-rooms for  3  to  4  months  following  several  months  of  teacher  training.  At  the  end 
of  the  year,  small  cross-sex,  cross-ethnic  groups  were  composed  and  given  a 
shared  task  to  complete.  Interactions  in  these  small  groups  were  coded  for  verbal 
cooperation,  nonverbal  cooperation,  and  comp-.aion.  Raviv  (1982)  examined 
cross-sex  cooperation  and  found  statistically  significant  differences  in  the 
amount  of  cooperation  between  the  three  methods,  with  students  from  GI  classes 
demonstrating  twice  as  much  verbal  and  nonverbal  cross-sex  cooperation  as 
students  from  traditional  whole-class  instruction  classes,  but^only  one-third  of 
the  cross-sex  competition.  Students  in  groups  from  S'^  'asses  were  similar  to 
whole-class  groups  in  verbal  cooperation,  simila*^  ;ups  in  competition, 

and  between  GI  and  whole-class  groups  in  nonve.  ^operation. 

2.  Student  Teams  Achievement  Division  (STAD),  An  experiment  to  test 
the  effectiveness  of  STAD  in  increasing  cross-sex  friendship  choices  was  con- 
ducted in  eight  fourth-  and  fifth-grade  classrooms  randomly  assigned  to  control 
experimental  conditions  (Hansell,  1982).  In  the  experimental  (STAD)  condition, 
students  were  assigned  to  four-  or  five-member  cross-sex  learning  groups. 
Groups  met  for  two  periods  each  week  to  study  for  the  twice- weekly  quizzes. 
During  this  time,  students  were  encouraged  to  tutor  one  another,  to  quiz  one 
another,  and  generally  to  help  one  another  learn  the  academic  material.  After  the 
group  session  students  were  individually  quizzed,  and  their  individual  score, 
adjusted  for  past  performance,  was  summed  to  form  a  group  score.  Control 
classrooms  did  not  work  in  groups.  STAD  increased  student  liking  for  all  class- 
mates, including  liking  for  cross-sex  classmates. 

J.  Curriadum  and  Research  for  Equity  (CARE),  A  quasi-experimental 
study  conducted  by  Lockheed  and  her  colleagues  in  five  fourth-  and  fifth-grade 
units  in  three  elementary  schools  in  New  Jersey  examined  the  effects  of  teacher 
training  in  encouraging  cross-sex  grouping  on  a  variety  of  student  outcomes, 
including  student  willingness  to  work  in  cross-sex  groups  and  student  interaction 
patterns  in  small  groups.  Teachers  in  two  experimental  units  received  12  hours  of 
in-service  teacher  training  regarding  sex  stereotypes,  cross-sex  interaction,  and 
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female  leadership  and  participated  in  a  60-hour  summer  workshop  developing 
experimental  curriculum  materials  covering  each  of  these  topics. 

Students  of  the  teachers  were  surveyed  annually,  and  small  task  groups 
composed  of  students  from  experimental  and  control  units  were  videotaped  and 
subsequently  coded.  Analysis  of  the  survey  showed  that  girls  in  the  experimental 
units  reported  more  experiences  working  in  mixed-sex  groups  than  did  girls  in 
control  units;  no  effect  was  found  for  boys  (Lockheed  &  Harris,  1978).  Analysis 
of  videotapes  of  the  small  mixed-sex  task  groups  showed  significant  sex  by  grade 
by  experimental  condition  effects  for  verbal  activity,  actual  influence,  and  per- 
ceived leadership.  Unexpectedly,  the  experimental  treatment  reduced  girls'  sta- 
tv.s  relative  to  boys*  in  the  fourth  grade,  but  improved  it  in  the  fifth  grade 
(Lockheed  &  Harris,  1978). 

4.  Collaborative  Groups.  A  study  of  29  fourth-  and  fifth-grade  class- 
rooms in  California  and  Connecticut  sheds  some  light  on  the  relationship  be- 
tween group  work  and  cross-sex  prosocial  attitudes  and  behavior  (Lockheed  & 
Harris,  1982).  Ahhough  few  opportunities  for  cross-sex  group  work  were  typ- 
ically provided  in  these  classrooms,  a  comparison  between  classrooms  in  which 
students  expressed  a  willingness  to  work  in  cross-sex  groups  and  actually  en- 
gaged in  such  work,  and  those  for  which  these  conditions  did  not  hold,  showed 
that  students  from  the  more  collaborative  classrooms  had  a  less  male-biased 
perception  of  their  classmates'  competence  (Lockheed  &  Harris,  1982),  and  their 
cross-sex  task  groups  were  more  productive  (Harris  &  Lockheed,  1982). 

Strategies  for  Promoting 

Equitable  Teacher-Student  Interaction 

Strategies  in  this  section  aie  just  beginning  to  emerge  and  are  primarily 
teacher  education  strategies  such  as  Intersect,  a  micro-teaching  skills  package 
that  helps  teachers  identify  several  types  of  inequitable  student-teacher  interac- 
tions and  practice  more  equitable  alternative  interaction  patterns.  Teachers 
trained  with  Intersect  were  found  to  engage  in  more  equitable  interactions  than 
were  comparison  fourth-,  sixth-,  and  eighth-grade  teachers  (Sadker,  Sadker, 
Bauchner,  &  Hergert,  1982).  As  with  much  teacher  intervention  work,  the 
effects  on  students  for  this  and  other  interventions  are  as  yet  relatively  unknown. 

Single-Sex  Education  as  a  Strategy  for  Attaining  Sex 
Equity  Goals 

Many  of  the  inequities  found  in  coeducational  classrooms  result  from 
comparisons,  made  by  teacher  and  students,  between  males  and  females.  One 
way  to  minimize  the  frequency  of  such  comparisons  is  to  have  single-sex  class- 
rooms. Single-sex  classrooms,  however,  are  not  necessarily  sex  equitable.  They 
can  be  used  to  reinforce  a  variety  of  sex  stereotypes,  and — to  the  extent  that 
resources  are  greater  for  single-sex  male  schools  than  for  single-sex  female 
schools — discrimination  against  female  students  may  also  occur  through  single- 
sex  education. 
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At  the  same  time,  sex-differentiated  instruction  undw  the  guise  of  coeduca- 
tion is  presently  the  norm  rather  than  the  exception  in  most  schools,  and  single- 
sex  education  offers  a  possible  alternative.  Statements  about  the  relative  effects 
of  coeducation  versus  single-sex  education  on  student  outcomes,  however,  can- 
not be  made  with  great  certainty  due  to  several  research-based  factors  such  as  (1) 
self-selection  of  students  into  single-sex  or  coeducational  schools,  (2)  noncom- 
parable  curricula  between  types  of  schools,  (3)  preeminence  of  parochial  single- 
sex  schools,  and  (4)  selectivity  of  private  (single-sex)  schools.  Notwithstanding 
these  reservations,  the  results  of  several  studies  that  compare  student  achieve- 
ment and  affective  outcomes  in  single-sex  versus  coeducational  schools  suggest 
that  single-sex  education  in  some  form  may  be  a  short-term  solution  to  problems 
of  sex  inequities  in  coeducational  classrooms  (Husen,  1967;  Newby  &  Scott, 
1982). 

To  suggest  sex  segregation  as  a  solution  to  sex  inequities  in  coeducational 
classrooms  raises  a  number  of  issues.  There  is  some  evidence,  however,  that 
single-sex  instruction  used  as  an  intervention— for  example,  using  single-sex 
groups  for  the  purpose  of  introducing  new  academic  material — may  have 
positive  effects  on  subsequent  coeducational  classroom  interaction  (Fox,  1976; 
Lockheed  &  Harris,  1982).  However,  this  is  an  area  in  need  of  further  research 
before  specilic  recommendations  can  be  formulated.  It  is  likely  that  the  long- 
term  effects  of  sex  segregation  will  be  to  perpetuate  sex  stereotypes  present  in  the 
larger  society  rather  than  to  decrease  these  stereotypes. 

RECOMMENDATIONS 

In  this  chapter  we  have  summarized  a  large  body  of  research  regarding  sex 
segregation,  peer  interaction,  and  student-teacher  interaction.  We  have  identified 
some  strategics  that  have  proven  useful  in  treating  the  problems  identified.  Yet 
much  remains  to  be  studied,  and  the  intervention  strategics  need  to  be  more 
widely  adopted  by  practitioners. 

Research  Issues 

The  following  are  some  research  issues  that  need  to  be  addressed: 

For  what  ages  and  under  what  conditions  do  various  types  of  interventions  to 
reduce  sex  segregation  have  long-term  effects? 

Are  there  conditions  under  which  sir.^iC-scx  education  is  a  strategy  that  can 
be  used  to  enhance  subsequent  mixed-sex  classroom  experiences  and  equita- 
ble outcomes? 

What  can  teachers  do  to  promote  equal  status  interaction  in  their 
classrooms? 

What  are  the  most  effective  strategies  that  teachers  can  use  to  change  student 
behaviors  without  interacting  more  frequently  with  male  students? 
What  are  the  most  effective  ways  to  involve  teachers  in  restructuring  their 
classrooms  in  the  direction  of  equity? 
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6.   What  are  the  similarities  and  differences  between  classroom  sex  inequities 

and  inequities  due  to  ethnicity,  perceived  ability,  or  other  characteristics  that 

differentiate  students? 
?•   What  are  the  long-term  effects  on  students*  affective  and  cognitive  outcomes 

for  restructuring  the  classroom  environment?  Are  these  effects  different  for 

male  and  female  students? 

These  research  questions  suggest  the  adoption  of  certain  methodological 
approaches  such  as  collecting  and  reporting  data  separately  by  sex,  ethnicity,  and 
other  student  characteristics  as  appropriate;  collecting  strings  of  interaction  data 
rather  than  counts  of  behaviors;  conducting  field  experiments  to  test  hypotheses; 
involving  students  and  teachers  in  the  research  as  active  participants;  focusing  on 
behavioral  outcomes;  collecting  data  longitudinally;  and  utilizing  both  qualitative 
and  quantitative  research  methods. 

Practitioners 

The  research  summarized  in  this  chapter  suggests  that  educational  practi- 
tioners should 

1.  learn  about  patterns  of  sex  inequities  in  classrooms  and  their  effects; 

2,  act  as  researchers  and  observers  of  inequities  in  their  own  schools  and 
institute  remedial  and  monitoring  activities  if  major  inequities  are  observed; 

3*   assume  a  managerial  role  and  actively  restructure  the  classroom  to  set  the 

conditions  for  equity;  and 
4,   solicit  the  participation  of  students  in  desegregating  their  classes,  creating 

equal  status  peer  interactions,  and  adopting  nonstereotyped  behaviors. 

The  following  commonsensical  teacher  intervention  strategies  have  been 
used  effectively,  and  so  provide  directions  for  teachers: 

!•  To  reduce  sex  segregation,  teachers  should  restructure  their  classrooms  to 
utilize  cooperative  cross-sex  learning  and  discussion  groups.  Cooperative 
learning  methods  are  described  in  Cooperation  in  Education  (Sharan,  Hare, 
Webb,  &  Hertz-Lazarowitz,  1980). 

2.  To  improve  student-teacher  interaction,  teachers  should  monitor  their  own 
behavior  to  be  sure  that  they  praise  or  reward  male  and  female  students  for 
engaging  in  the  saaie  activities  and  exhibiting  the  same  characteristics, 
punish  and  reprimand  students  of  both  sexes  in  a  similar  manner,  and  com- 
municate similar  expectations  and  evaluations  to  both  male  and  female 
students.  Specific  behaviors  for  teachers  to  self-monitor  are  described  in  A 
Sex  Equity  Handbook  for  Schools  (Sadker  &  Sadker,  1982). 

3,  To  improve  the  nature  of  peer  interaction,  teachers  should  assign  roles  to 
students  in  groups,  designating  leaders,  recorders,  and  other  roles  according 
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to  the  group  task.  Methods  for  assigning  roles  to  students  in  groups  are 
described  in  Describimentol Finding  Out  (Cohen  &  Anthony,  1982)  and 
Curriculum  and  Research  for  Equity  (CARE)  (Lockheed,  Finkelstein,  & 
Harris,  1983). 

Changing  classroom  organization  and  climate  is  not  a  simple  task  for  either 
researchers  or  practitioners.  Despite  longstanding  evidence  that  group  learning 
approaches  are  effective  for  integrating  children  in  the  classroom,  teachers  rarely 
group  students  for  instruction.  It  is  undoubtedly  easier  for  motivated  teachers  to 
warm  up  the  classroom  climate  than  it  is  to  reorganize  the  structure  of  instruc- 
tion. Yet  both  these  changes  must  take  place  before  the  classroom  itself  becomes 
a  model  of  sex  equity. 
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Sex  Equity  and  Sex  Bias 
in  Instructional  Materials 

Kathryn  P.  Scott 

and  Candace  Garrett  Schau 


Approximately  90%  of  pupil  learning  time  in  schools  involves  the  use  of  print  and 
nonprint  instructional  materials,  including  textbooks,  literature,  films,  filmstrips, 
records,  tapes,  television,  and  computer  software.  Outside  of  school,  students  also 
spend  large  amounts  of  time  with  the  same  kinds  of  materials.  These  materials, 
then,  have  tremendous  potential  to  influence  ci:ildren.  And  they  do. 

This  chapter  presents  evidence  concerning  the  effects  of  gender-related 
characteristics  of  instructional  materials  on  students.  Research  evidence  similar 
to  that  presented  in  this  chapter  is  also  available  on  the  effects  of  other  charac- 
teristics of  instructional  materials,  such  as  those  related  to  race,  ethnicity,  age, 
handicapping  condition,  and  religious  preference  (for  example,  Campbell  & 
Wirtenberg,  1980;  U,S,  Commission  on  Civil  Rights,  1980),  These  areas  of 
bias,  although  of  equal  importance  with  se;;  bias  and  typically  intersecting  it,  are 
not  explicity  discussed  due  to  space  limitations.  Very  frequently  the  issues  and 
answers  in  these  areas  are  similar  to  those  that  we  shall  present  for  sex  bias. 

Theories  of  sex  role  development  suggest  why  instructional  materials  can 
greatly  influence  pupils'  learning  (see  chapter  6,  Educational  Equity  and  Sex 
Role  Development),  Observational  learning  (modeling)  is  a  very  powerful  pro- 
cess in  sex  role  development.  Instructional  materials  present  numerous  sex  role 
models  as  well  as  direct  instruction  about  sex  roles,  even  though  their  purposes 
usually  arc  to  teach  content  or  process  skills  to  students. 

Sex-equitable  materials  are  advocated  by  educators,  publishers,  and  state 
policy  makers  who  believe  that  instructional  materials  should  reflect  the  reality 
of  the  presence  of  females  in  the  world,  their  contributions,  and  the  changing 
roles  of  both  females  and  males.  At  one  end  of  a  continuum  arc  sex-fair  mate- 
rials, which  include  females  and  males  in  numbers  proportional  to  reality  and 
present  both  traditional  and  nontraditional  roles.  Since  females  constitute  ap- 
proximately 50%  of  the  population,  they  arc  portrayed  at  least  50%  of  the  time 
wherever  possible.  Use  of  male  generic  language  forms  is  avoided.  At  the  other 
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end  of  the  continuum  of  sex-equitable  materials,  sex-affimative  ones  emphasize 
females  and  males  in  nontraditional  roles  and  explain  the  benefits  of  these  roles 
and  the  difficulties  in  attaining  them,  including  institutional  barriers  and  discrim- 
ination. Because  many  people  behave  in  nonstereotypical  ways  (chapter  5,  Facts 
and  Assumptions  about  the  Nature  of  Sex  Differences,  debunks  many  of  these 
myths),  showing  them  in  nontraditional  roles  is  necessary  in  order  to  portray 
reality  accurately.  Language  that  is  gender-specific  is  emphasized. 

In  contrast,  sex-biased  materials  are  those  in  which  (1)  females  appear  as 
main  characters  and  in  illustrations  far  less  frequently  than  males;  (2)  females 
and  males  are  overwhelmingly  portrayed  in  sex-stereotypical  roles;  (3)  females 
appear  more  often  than  males  in  derogatory  roles;  and/or  (4)  male  generic  lan- 
guage is  used. 

Evidence  presented  in  this  chapter  highlights  six  findings  about  instruc- 
tional materials  of  significance  to  educators:  (1)  sex-biased  language  in  materials 
distorts  pupils'  perceptions  of  reality;  (2)  sex-equitable  materials  expand  sex  role 
attitudes  and  knowledge  about  sex  roles;  (3)  sex-equitable  materials  increase 
motivation  to  learn;  (4)  sex-equitable  materials  influence  comprehension;  (5) 
sex-equitable  materials  influence  sex  role  behavior;  and  (6)  many  commonly 
used  materials  are  sex-biased. 

/ .  Sex-biased  Language  Distorts  Pupils'  Perceptions  of  Reality.  Sex  bias 
in  language  communicates  biased  knowledge  about  society.  Firmly  rooted  in 
cultural  values  and  traditions,  language  often  reflects  the  same  inequities  be- 
tween the  sexes  that  exist  in  society.  As  a  number  of  analyses  have  documented, 
language  often  differs  when  referring  to  females  in  comparison  to  males  (Eakins 
&  Eakins,  1978;  Lakoff,  1975;  Miller  &  Swift,  1977;  Nilsen,  Bosmajian, 
Gershuny,  &  Stanley,  1977;  Thome  &  Henley,  1975).  For  example,  words  such 
as  **wizard"  and  **master,"  which  have  positive  connotations  in  describing  male 
behavior,  take  on  quite  different  meanings  when  used  in  their  female  forms  of 
"witch"  and  "mistress." 

Not  only  does  our  language  reflect  our  culture  but  it  also  changes  as  our 
cultural  values  and  norms  change.  As  the  belief  that  women  should  be  treated  on 
an  equal  basis  with  men  has  gained  acceptance  in  modem  society,  many  forms  of 
gender-linked  language  are  now  recognized  as  unfair  or  inappropriate.  For  exam- 
ple, the  use  of  male  generic  terminology  such  as  "man"  and  "mankind"  is  often 
replaced  by  more  inclusive  terminology  such  as  "people"  or  "humanity." 

Educators  are  concemed  about  the  impact  of  language  on  students'  leam- 
ing.  Generic  nouns  and  pronouns  are  frequently  used  in  the  English  language  as 
referents  to  general  society.  Traditionally,  male  generic  language  refers  to  peo- 
ple in  general  or  to  an  individual  when  the  sex  of  the  person  is  unknown  or  not 
relevant.  Gender-unspecified  language  eliminates  the  male  referent  by  substitut- 
ing another  term  such  as  "people"  for  "man,"  or  by  changing  to  a  plural,  for 
example  "they"  instead  of  "he."  Gender -specific  language  refers  to  both 
females  and  males,  as  in  "women  and  men"  and  "he  or  she," 

How  does  the  u^c  of  each  of  the  above  three  language  forms  enhance  or 
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detract  from  student  learning?  Research  that  has  compared  the  impact  of  gender- 
unspecified  and  gender-specific  forms  with  traditional  male  generic  forms  clearly 
shows  that  the  form  of  language  affects  students'  knowledge  and  images  (for 
example,  Adamsky,  1981;  Harrison,  1975;  Harrison  &  Passero,  1975;  Jean  & 
Murphy-Berman,  1981;  Kidd,  1971;  Martyna,  1978;  Moulton,  Robinson,  & 
Elias,  1978;  Schneider  &  Hacker,  1973;  Wilson,  1978). 

The  findings  can  be  summarized  as  follows:  (1)  male  generic  language 
produces  images  and  knowledge  that  are  overwhelmingly  male,  especially  for 
male  students;  (2)  gender-unspecified  and  gender-specific  language  elicit  more 
gender-balanced  images  and  understanding  than  generic  language  for  both  males 
and  females;  and  (3)  gender-specific  language  elicits  the  most  gender-balanced 
images  and  understanding,  especially  for  males.  These  generalizations  apply  to 
students  of  all  ages,  from  primary  to  college  level. 

Since  over  50%  of  the  U.S.  population  is  female,  it  is  necessary  that 
students  have  mixed-gender  images  of  the  worid.  Without  this  imagery  and 
knowledge,  students  at  all  educational  levels  will  continue  to  have  male-biased 
and  inaccurate  views  of  humankind.  Therefore,  the  use  of  gender-unspecified 
and  gender-specific  language  forms  can  greatly  enhance  students'  learning. 

2.  Sex-Equitable  Instructional  Materials  Broaden  Attitudes  about  Sex 
Roles.  In  general,  the  gender  characteristics  of  print  and  nonprint  materials, 
including  the  behavior  of  the  characters,  affect  students'  attitudes  about  sex 
roles.  Students  are  continually  exposed  to  large  amounts  of  sexist  instructional 
materials.  Thus,  we  would  not  necessarily  expect  additional  sex  typing  in  at- 
titudes from  exposure  to  a  few  more  sex-typed  materials.  When  it  does  occur,  it 
should  happen  most  often  with  younger  children,  since  they  are  in  the  process  of 
learning  about  sex  roles  and  developing  gender  schema.  Research  supports  these 
ideas.  Sometimes  exposure  to  sexist  materials  increases  sex-typed  attitudes 
(Yanico,  1978),  especially  among  children  who  are  under  7  years  of  age 
(Jenkins,  cited  in  Nilsen  et  al.,  1977;  Knell  &  Winer,  1979). 

Because  children  'urc  exposed  to  few  sex-equitable  instructional  materials, 
we  might  expect  that  such  exposures  would  result  in  attitudes  that  arc  less  sex- 
typed.  Again,  research  supports  this  conclusion.  In  most  cases,  exposure  to  sex- 
equitable  materials  and  to  same-sex  nontraditional  characters  results  in  moderat- 
ing sex-typed  attitudes.  Students  from  3  years  of  age  through  college  have 
become  less  sex-typed  in  their  attitudes  about  roles,  traits,  activities,  and  occupa- 
tions than  control  students  of  the  same  ages  who  have  not  been  exposed  to  these 
materials  (Barclay,  1974;  Bem  &  Bem,  1973;  Berg-Cross  &  Berg-Cross,  1978; 
Costello,  1979;  Davidson,  Yasuna,  &  Tower,  1979;  Flerx,  Fidler,  &  Rogers, 
1976;  Franzoni,  1980;  Greene,  Sullivan,  &  Beyard-Tyler,  1982;  Hurwitz  & 
White,  1977;  Johnston,  Ettema,  &  Davidson,  1980;  Lutes-Dunckley,  1978; 
Schau,  1978;  Scott  &  Feldman-Summcrs,  1979).  Only  two  studies  found  in- 
conclusive or  no  effects  (Pingree,  1978;  Schau,  Kahn,  &  Tremainc,  1976). 

As  educators,  we  hope  that  students  will  generalize  from  sex-equitable 
materials  and  so  become  less  sex-typed  in  their  attitudes  about  areas  not  specifi- 
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cally  covered  in  these  materials.  Unfortunately,  this  is  not  usually  the  case 
(Barclay,  1974;  Schau,  1978;  Scott  &  Feldman-Summcrs,  1979).  Occasionally 
studies  have  found  generalization,  but  only  to  the  same  sex  (Ashby  &  Wittmaicr, 
1978,  for  giris  only;  Greene,  Sullivan,  &  Beyard-Tylcr,  1982,  for  boys  only),  or 
to  some  content  areas  but  not  others  (Flcrx,  Fidlcr,  &  Rogers,  1976;  Knell  & 
Winer,  1979). 

We  would  also  expect  that  increasing  exposure  to  scx-cquitablc  materials 
would  yield  continually  decreasing  sex  typing  in  attitudes.  The  very  few  studies 
that  have  examined  this  relationship  support  this  conclusion  (Johnston,  Ettcma, 
&  Davidson,  1980;  Schau,  1978).  Also,  increasing  exposure  to  sexist  materials, 
especially  with  young  children,  may  result  in  increasing  sex-typing  (sec  Jenkins, 
cited  in  Nilsen  et  al.,  1977).  Correlational  research  supports  the  positive  rela- 
tionship between  sex-typed  attitudes  and  amount  of  exposure  to  television  shows 
containing  traditional  sex  role  content  for  children  (Bcuf,  1974;  McGhec  & 
Frueh,  1980)  and  for  adults  (Ross,  Anderson,  &  Wisocki,  1982). 

Many  studies  have  found  no  sex  differences  in  attitude  change.  Those  that 
have  reported  sex  differences  show  few  consistent  patterns  (Ashby  &  Wittmaicr, 
1978;  Bem  &  Bem,  1973;  Costello,  1979;  Flcrx,  Fidlcr,  &  Rogers,  1976;  Fran- 
zoni,  1980;  Greene,  Sullivan,  &  Beyard-Tylcr,  1982;  Johnston,  Ettema,  & 
Davidson,  1980;  Knell  &  Winer,  1979).  Overall,  then,  scx-cquitablc  and  sex- 
biased  materials  tend  to  affect  females'  and  males'  attitudes  about  equally. 

Theories  and  findings  about  sex  role  development  might  suggest  age  dif- 
ferences in  the  effects  of  sexist  and  sex-equitable  materials  on  attitudes,  due  to 
differences  in  amount  of  previous  exposure,  current  sex  role  attitudes,  and  cog- 
nitive characteristics.  Few  studies  have  looked  at  age  differences  or  have  even 
included  subjects  of  several  ages  in  order  to  examine  age  trends.  The  majority  of 
studies  reported  that  exposure  to  sex-equitable  or  to  same-sex  nontraditional 
materials  resulted  in  significantly  decreased  sex-typed  attitudes  among  all  ages  of 
students  from  3,  the  youngest  age  studied,  to  22,  the  oldest  age  studied. 

The  findings  from  the  research  on  both  print  and  nonprint  materials  can  be 
summarized  as  follows:  (1)  exposure  to  sexist  materials  may  increase  sex-typed 
attitudes,  especially  among  young  children;  (2)  exposure  to  sex-equitable  mate- 
rials and  to  same-sex  characters  results  in  decreased  sex-typed  attitudes  in  stu- 
dents from  3  to  at  least  22  years  of  age;  (3)  the  effects  of  sex-equitable  materials 
do  not  usually  generalize  to  areas  not  specifically  covered  in  the  materials, 
especially  for  preschool  and  elementary-aged  students,  ahhough  there  may  be 
some  generalization  for  older  students,  especially  those  who  initially  are  more 
sex-typed;  and  (4)  attitude  change  toward  equity  increases  with  increased 
exposure. 

These  generalizations  apply  to  both  female  and  male  students.  Thus,  it  is 
very  clear  that  use  of  sex-equitable  materials  in  schools  helps  students  develop 
more  flexible  sex  role  attitudes,  which  allow  them  to  make  educational  and 
career  choices  based  on  their  own  interests  rather  than  on  preconceived  notions 
of  what  is  "right"  for  a  female  or  male. 
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3,  Sex-Equitable  Instructional  Materials  Increase  Motivation  to 
Leant,  Interest  in  particular  instructional  materials  may  greatly  influence  the 
extent  to  which  pupils  are  motivated  to  learn  from  them.  Since  we  want  female 
and  male  students  to  learn  and  achieve  to  their  maximum  potentials,  we  desire 
instructional  materials  with  high  interest  for  both  sexes. 

In  previous  decades,  educators  believed  that  boys  had  higher  comprehen- 
sion of  high-interest  materials  than  of  low-interest  materials  but  that  girls'  com- 
prehension was  not  affected  by  interest.  However,  a  recent  review  of  research 
indicates  that  this  common  interpretation  is  incorrect  and  that  comprehension  and 
interest  are  similarly  linked  for  both  girls  and  boys  (Johnson  &  Greenbaum, 
1982). 

Before  the  1970s,  surveys  indicated  that  boys  preferred  content  about  other 
males,  while  girls  liked  to  read  about  both  girls  and  boys  (Zimct,  1966).  Reading 
specialists  recommended  that  instructional  materials  include  a  higher  proportion 
of  male  content  so  that  boys  would  have  ample  opportunities  for  interesting 
reading.  Since  girls  appeared  to  like  stories  about  males  or  females,  stories  with 
male  characters  would  be  suitable  for  them  also. 

More  recently,  these  surveys  of  pupils'  preferences  have  been  questioned  on 
several  grounds  (Tibbetts,  1974).  First,  boys  may  express  these  preferences 
because  of  cultural  expectations  about  what  is  appropriate  sex-typed  content  for 
them  to  read  rather  than  inherent  interest.  Second,  the  apparent  dislike  by  boys  of 
stories  about  females  may  reflec  i  difference  in  the  quality  of  "girl"  and  "boy" 
stories.  For  example,  in  a  survey  by  Women  on  Words  and  Images  ( 1 972),  stories 
about  girls  were  weak  and  uninteresting  in  comparison  to  those  about  boys. 
Therefore,  to  gain  a  more  complete  understanding  of  pupils'  preferences  it  is 
necessary  to  systematically  vary  both  the  sex  of  the  main  character  and  the  role 
behaviors  while  maintaining  comparable  story  quality* 

Fortunately,  some  studies  hive  examined  pupil  preferences  in  relation  to 
the  sex  of  the  main  characters,  roles  of  the  main  characters,  or  both.  Studies  that 
compare  children's  preferences  on  the  basis  of  sex  of  character  with  only  tradi- 
tional story  content  indicate  that  both  girls  and  boys  at  all  ages  prefer  stories  with 
same-sex  characters  (Beyard-Tyler  &  Sullivan,  1980;  Connor  &  Serbin,  1978; 
Klein,  1979;  Rose,  Zimet,  &  Blom,  1972).  This  finding  is  supported  by  research 
on  sex  role  development  showing  that  many  children  exhibit  a  same-sex  prefer- 
ence rather  than,  or  in  addition  to,  sex-typed  preferences  (see  chapter  6).  Evi- 
dently when  girls  read  stories  about  traditional  roles  today,  they  prefer  female 
characters  over  male  characters,  a  preference  that  highlights  the  importance  of 
including  female  characters  in  instructional  materials. 

Other  studies  have  examined  only  boys'  preferences  for  either  male  tradi- 
tional or  nontraditional  roles  or  only  girls'  preferences  for  either  female  tradi- 
tional or  nontraditional  roles  (Frasher  &  Frasher,  1978;  Jennings,  1975)  or  both 
girls'  and  boys'  preferences  for  female  traditional  or  nontraditional  roles 
(Frasher,  1977;  Rakes,  Bowman,  &  Gottfred,  1977).  Resuhs  indicated  no  clear 
preference  for  either  traditional  or  nontraditional  characters. 

Three  studies  examined  preferences  for  both  female  and  male  characters  in 


ERIC 


SEX  EQUITY  AND  SEX  BIAS  IN  INSTRUCTIONAL  MATERIALS  223 


traditional  and  nontraditional  roles.  Scott  and  Fcldman-Summcrs  (1979)  found 
no  differences.  Kaudon-Kropp  and  HalversoT  (1983)  found  preferences  for  sex- 
typed  stoiy  content  regardless  of  the  sex  c  f  the  main  character.  Klein  (1970) 
found  a  preference  for  sex-typed  story  content  for  boys  and  a  preference  for 
stories  with  female  main  characters  regardless  of  activity  for  girls. 

The  evaluation  of  the  sex-affirmative  television  series  Freestyle  also  in- 
cluded interest  measures.  Freestyle  was  carried  by  230  of  the  265  Public  Broad- 
casting System  (PBS)  stations  in  the  United  States  (about  87%).  Its  average 
Nielsen  rating  was  slightly  above  2.0,  which  is  the  midpoint  for  children's  PBS 
programs.  On  the  average,  about  5.5%  of  U.S.  families  containing  6-  to  1 1-year- 
old  children  watched  this  series.  Of  the  families  asked  to  view  the  series  as  part 
of  the  Freestyle  evaluation  scheme,  an  average  of  32%  actually  did.  The  eval- 
uators  concluded  that  the  series  was  quite  interesting  to  the  target-age  children 
(Johnston,  Ettema,  &  Davidson,  1980). 

Several  conclusions  can  be  drawn  from  the  evidence  regarding  pupils' 
interest  in  sex-equitable  materials:  (I)  females  seem  to  show  a  preference  for 
female  main  characters,  regardless  of  roles;  (2)  while  boys  also  show  a  prefer- 
ence for  same-sex  characters,  evidence  exists  that  boys  show  their  strongest 
preference  for  stories  with  traditional  male  content,  regardless  of  the  sex  of  the 
characters;  (3)  stories  featuring  main  characters  in  nontraditio'^al  roles  are  not 
rejected  by  students  and  in  some  cases  are  preferred  over  those  with  sex-typed 
themes;  and  (4)  one  well-produced  sex-affirmative  television  series  is  evidence 
that  nonprint  -^ex-equitable  materials  are  at  least  moderately  interesting  to  all 
children  and  are  at  least  as  interesting  as  the  average  sexist  nonprint  materials. 

Hence,  the  inclusion  of  female  main  characters  and  sex-equitable  content 
in  instructional  materials  can  contribute  to  students'  increased  interest  in  instruc- 
tional materials.  When  females  are  presented  in  nontraditional  (that  is,  tradi- 
tionally male  sex  typed)  roles,  boys  also  can  be  expected  to  show  an  interest  in 
the  materials. 

4,  Effects  of  Sex-Equitable  Instructional  Materials  on  Comprehen- 
sion. Instructional  materials  are  designed  to  assist  students  in  learning  content 
and  skills.  Thus,  a  fourth  issue  concerns  the  relationship,  if  any,  between  the 
gender  characteristics  of  instructional  materials  and  students*  recall  and  com- 
prehension. If  students  are  to  benefit  from  instructional  materials,  it  is  important 
that  both  females  and  males  comprehend  and  remember  what  they  have  read  or 
heard. 

A  number  of  studies  have  investigated  this  relationship  but  only  for  recall, 
the  lowest  type  of  cognitive  skill  according  to  3loom's  taxonomy  of  learning. 
The  findings  regarding  recall  of  stories  with  female  and  male  main  characters  are 
not  conclusive.  There  is  some  evidence  that  pupils  recall  more  about  stories  with 
same-sex  rather  than  opposite-sex  main  characters  when  the  content  is  traditional 
or  sex-neutral  (Deutsch,  1975;  Klein,  1970).  Franzoni  (1980),  however,  found 
no  differences  in  recall  related  to  the  ^ex  of  the  main  characters  or  the  sex  of  the 
subjects  or  their  interaction. 

Other  studies  have  compared  pupils'  recall  for  stories  with  nontraditional 
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and  sexist  content.  The  evidence  is  not  conclusive  here  either.  Two  stories  founU 
that  pupils  have  higher  recall  for  sex-equitable  than  for  sex-biased  stories 
(Frasher  &  Frasher,  1978;  Jennings,  1975).  Other  studies,  however,  have  found 
higher  recall  for  traditional  role  characters  (Koblinsky,  Cruse,  &  Sugawara, 
1978,  for  both  sexes;  Klein,  1970,  for  girls  only;  Mc Arthur  &  Eisen,  1976,  for 
boys  only).  Finally,  Jaudon-Kropp  and  Halverson  (1983)  reported  no  differences 
in  recall  of  male  characters  in  sexist  and  sex-equitable  roles. 

The  effects  of  sex-equitable  materials  in  comparison  to  sex-biased  mate- 
rials on  students'  recaH  needs  further  investigation.  Ahhough  a  number  of  studies 
found  significant  differences,  the  studies  were  at  odds  in  the  direction  of  these 
differences.  Many  other  factors  may  affect  students'  recall,  such  as  their  age, 
their  knowledge  of  sex  role  concepts,  and  their  degree  of  sex  role  stereotyping 
and  gender  schema  development  Csee  chapter  6). 

5.  Sex-Equitable  Instructional  Materials  Influence  Pupils'  Sex  Role  Behav- 
iors. From  social  learning  theory  we  can  predict  that  children  will  imitate 
actions  of  othc-s  in  their  environment,  including  people  in  school  textbooks 
(Mischcl,  1970).  Only  a  few  studies  have  examined  the  effects  of  characters  in 
instructional  materials  on  pupils'  sex  role  behaviors,  and  all  of  the  studies  had 
young  children  as  participants.  The  results  of  four  studies  indicated  that  sex  of 
character,  rcle  of  character,  or  both  can  have  an  influence.  For  example,  Fischer 
and  Tomey  ( 1 976)  found  that  the  role  behavior  of  the  main  character,  but  not  sex 
character  or  sex-typing,  influenced  behavior.  Preschool  children  vs  ho  heard  a 
story  about  dependent  behavior  were  slightly  more  likely  to  ask  foi  help  on  a 
subsequent  task  of  completing  a  puzzle  than  were  others,  regardless  of  the  sex  of 
the  character  in  the  story.  Similariy,  four-year-olds  in  Larder's  study  (1962)  were 
more  likely  to  engage  in  aggressive  play  after  hearing  a  story  with  an  aggressive 
theme  than  one  with  a  nonaggressive  theme. 

Further  evidence  for  the  impact  of  instructional  materials  on  children's  sex- 
typed  behaviors  can  be  derived  from  studies  of  the  effects  of  films  and  television. 
Bandura  (1965,  1967)  found  that  both  female  and  male  preschool  children  imi- 
tated aggression  viewed  on  films  when  these  behaviors  were  reinforced.  An 
analysis  of  10  years  of  scientific  research  on  the  effects  of  violence  on  television 
concluded  that  violent  scenes  increase  children's  aggressiveness,  disobedience, 
and  impatience  (National  Institutes  of  Mental  Health,  1982).  Similariy,  children 
can  also  leam  prosocial  behaviors  from  television  and  generalize  that  learning  to 
other  situations,  especially  when  accompanied  by  role-play  training  and  verbal 
labeling  (Friedrich  &  Stein,  1975). 

In  summary,  there  is  evidence  to  indicate  that  young  children's  behavior  is 
influenced  by  instructional  materials.  When  children  hear  stories  or  see  films  that 
contain  sex  role  behaviors,  both  traditional  and  nontraditional,  they  may  imitate 
these  behaviors. 

6,  Many  Commonly  Used  Instructional  Materials  Are  Sex-biased.  A  host 
of  sex-affirmative  supplementary  materials,  especially  ones  featuring  women, 
have  become  available.  Some  sex-equitable  fiction  and  trade  books  also  are  now 
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available.  But  similar  changes  in  basic  textbooks  have  been  slow  (Britton  & 
Lumpkin,  1977),  and  roles  for  men  remain  especially  sexist.  For  example,  in  an 
analysis  of  recent  reading  texts,  Scott  (1981)  found  both  traditional  and  nontradi- 
tional  roles  for  females  but  few  nontraditional  roles  for  males. 

There  are  at  least  five  reasons  why  sex-equitable  materials  arc  not  either 
widely  available  or  used  in  schools.  First,  school  districts  typically  purchase 
texts  in  a  subject  area  no  more  than  once  every  5  years,  so  that  many  old  books 
still  are  in  use.  Second,  because  it  is  a  lengthy  and  costly  process  for  publishers 
to  develop  a  new  textbook  series,  a  time  lag  may  exist  in  producing  them.  Third, 
sex-biased  materials  may  be  purchased  by  school  districts  because  of  inadequate 
attention  to  criteria  for  sex  equity  by  school  district  review  panels  or  state 
adoption  committees.  Fourth,  there  is  resistance  in  some  communities  to  sex- 
equitable  materials  because  they  do  not  focus  exclusively  on  traditional  roles  for 
females  and  males.  Some  people  believe  that  there  are  many  innate  differences 
between  the  sexes  (see  chapter  5  for  a  discussion  of  this  fallacy),  that  these 
differences  should  be  reinforced  in  the  school  curriculum,  and  that  sex-affirma- 
tive materials  should  be  banned  from  school  because  they  present  an  inaccurate 
view  of  the  world.  Finally,  others  have  suggested  caution  in  using  sex-equitable 
materials  until  their  effects  have  been  carefully  studied  (Kingston  &  Lovelace, 
1977-78). 

Consequently,  the  gap  between  the  goal  of  sex-equitable  instruction  for 
students  and  the  reality  of  sex-biased  instructional  materials  presents  a  major 
problem  for  educators.  In  the  next  section  we  propose  solutions  to  this  problem. 

PRACTICAL  ANSWERS  AND  RECOMMENDATIONS 

It  is  veiy  clear  that  the  gender  characteristics  of  the  language  used  in 
instructional  materials  and  of  the  content  of  the  materials  affect  students.  When 
sex-biased  langeiage  is  used,  pupils  gain  a  distorted  view  of  the  world,  one  that 
assumes  males  are  dominant  in  human  culture  and  that  females  are  not  important 
enough  to  be  visible  in  language.  Stereotyped  protrayals  of  females  and  males  in 
instructional  materials  restrict  pupils'  attitudes  about  who  can  and  who  should 
engage  in  a  wide  variety  of  human  activities.  As  educators  we  have  a  responsibil- 
ity to  ensure  that  what  our  pupils  learn  is  not  biased  and  that  they  achieve  as  a 
result  of  their  individual  talents,  not  on  the  basis  of  whether  they  were  bom  male 
or  female. 

The  use  of  sex-equitable  instructional  materials,  therefore,  is  essential  for 
improving  the  quality  of  pupils'  learning  and  will  not  result  in  decreased  quality 
in  any  area.  Female  and  male  students  develop  more  flexible  sex  role  attitudes, 
acquire  more  realistic  knowledge  from  hex-equitable  materials,  and  are  at  least  as 
interested,  often  more  so,  in  sex-equitable  materials.  For  recall  and  imitation, 
sex-equitable  and  sexist  materials  appear  to  be  about  equivalent  in  their  effects. 

As  indicated  by  the  research,  however,  presenting  just  a  few  token  females 
and  males  engaged  in  nontraditional  activities  will  not  influence  pupils'  sex  role 
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attitudes,  knowledge,  or  behavior  beyond  the  examples  presented.  Pupils  need 
exposure  to  a  sufficient  quantity  of  sex-equitable  materials  to  allow  them  to 
incorporate  nontraditional  role  behaviors  and  attitudes  into  their  cognitive  sche- 
mas  and  abstract  principles  about  sex  roles. 

Recommendations 

A.  Publication  of  Materials.  A  large  number  of  publishing  companies, 
states,  and  professional  organizations  have  developed  and  issued  guidelines  for 
eliminating  sexism  and  other  forms  of  discrimination  from  publications  (see  U.S. 
Commission  on  Civil  Rights,  1979).  Hov/ever,  the  existence  of  such  guidelines 
is  not  necessarily  related  to  the  amount  of  sexism  in  a  particular  publisher's 
materials.  Even  with  the  guidelines,  many  publishing  company  personnel  do  not 
have  the  commitment  or  the  expertise,  especially  in  subtle  forms  of  discrimina- 
tion, to  deal  adequately  with  equity  issues.  In  addition,  many  companies  feel  that 
their  materials  are  already  sex-fair,  which  to  them  means  equal  representation  of 
the  sexes,  the  absence  of  blatantly  stereotyped  examples,  and  some  manner  (not 
always  sex-fair)  of  handling  third-person  singular  pronouns.  We  urge  the 
following: 

1.  Publishers  should  sensitize  their  writers  and  all  personnel  so  that  they  fully 
implement  guidelines  already  in  place  to  eliminate  sex  bias  in  materials. 

2.  Special  attention  should  be  given  to  the  publication  of  sex-affirmative  in- 
structional materials  in  which  both  males  and  females  are  portrayed  in 
nonstereotyped  roles  and  the  benefits  and  problems  of  these  roles  are 
addressed. 

3*  Professional  organizations  and  state  departments  of  education  should 
monitor  the  implementation  of  their  guidelines  on  sex  equity  to  ensure  that 
all  publications  are  sex-fair  and  that  a  proportion  are  sex-affirmative. 

B.  Selection  of  Materials,  Controversy  has  surrounded  the  introduction  of 
sex-equitable  materials  on  the  publishing  market  and  in  the  public  schools.  Cries 
of  censorship  accompanied  the  publication  of  guidelines  for  eliminating  sex  bias 
in  materials  (for  example,  Kingston  &  Lovelace,  1977).  Lawsuits  calling  for  a 
ban  of  sex-equitable  materials  have  been  filed  against  schools  by  right-wing 
groups;  other  lawsuits  protesting  the  censorship  of  specific  bookt.  ^ave  been  filed 
by  teachers,  parents,  and  students  (American  Library  Association,  1981;  Scott, 
i982).  Publishers,  however,  continue  to  publish  a  variety  of  instructional  mate- 
rials, both  sex-biased  and  sex-equitable,  and  only  a  relatively  few  books  have 
been  banned  from  schools  as  a  result  of  protest.  Threats,  however,  may  have 
influenced  policies  and  discreet  removal  of  some  books.  We  urge  the  following: 

1*  All  state  and  local  school  districts  should  pass  legislation  or  develop  policy 
statements  that  prohibit  the  purchase  of  sex-biased  materials  for  public 
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schools  (see  Resource  Center  on  Sex  Equity,  1982,  for  a  number  of  state 
plans  already  in  effect). 

2.  Educators  and  citizen  review  panels  who  recommend  purchase  of  textbooks 
should  be  trained  in  evaluating  and  selecting  sex-equitable  materials  (see 
training  programs  available  from  Women's  Educational  Equity  Act  Pro- 
gram, Education  Development  Center,  55  Chapel  Street,  Newton,  MA 
02160), 

3.  Before  purchasing  instructional  materials,  educators  should  evaluate  the 
quality  and  extent  of  sex-equitable  content,  using  one  of  a  number  of  review 
instruments  available  (see,  for  example,  U.S.  Commission  on  Civil  Rights, 
1979). 

4.  Educators  should  give  special  consideration  to  making  purchases  from  pub- 
lishers that  are  well  known  for  their  sexTaffirmative  materials  (for  example. 
Council  on  Interracial  Books  for  Children,  1841  Broadway,  New  York,  NY 
10023;  The  Feminist  Press,  Box  334,  Old  Westbury,  NY  1 1568;  TABS: 
Aids  for  Ending  Sexism  in  School,  744  Carroll  Street,  Brooklyn,  NY  1 1215; 
Women's  Action  Alliance,  370  Lexington  Avenue,  New  York,  NY  10017; 
Women's  Educational  Equity  Act  Program,  Education  Development  Center, 
address  above.  Fair  Textbooks  lists  others). 

5.  School  districts  should  purchase  only  instructional  m*  *ials  that  are  sex-fair 
or  scx-affimiative.  Characteristics  of  these  materials  include  (a)  language 
that  uses  gender-unspecified  or  gender-specific  forms  rather  than  male  ge- 
neric terminology,  (b)  females  portrayed  in  numbers  proportional  to  reality, 
(c)  nontraditional  roles  portrayed  for  both  females  and  males,  and  (d)  expla- 
nations of  the  problems  and  benefits  of  nonstereotypic  roles  and  activities. 

C.  Using  Materials,  Realistically,  teachers  may  have  little  choice  but  to 
teach  with  sex-biased  materials.  In  making  decisions  about  how  to  use  sex-biased 
as  well  as  sex-equitable  material,  teachers  need  to  consider  the  effects  of  gender- 
related  characteristics  as  well  as  the  developmental  stage  of  their  pupils.  We 
urge  teachers  to  do  the  following: 

L  For  all  students,  attempt  to  reduce  the  potentially  damaging  effects  of  sex- 
biased  materials  by  teaching  children  to  evaluate  materials  for  sex  bias.  By 
comparing  them  to  reality,  children  can  see  the  inaccurate  pictures  shown  by 
the  materials.  Pupils  can  revise  sex-biased  materials  by  changing  names  and 
pronouns  and  by  applying  positive  qualities  to  both  females  and  males. 

2.  For  all  students,  point  out  and  discuss  the  nonstereotyped  aspects  of  the 
people  and  situations  portrayed  in  order  to  heighten  pupils'  perceptions  and 
memory.  Because  pupils  have  difficulty  generalizing  from  a  single  example, 
many  nontraditional  role  models  are  necessary  to  counteract  the  many  ster- 
eotypes found  in  instructional  materials. 

3.  For  preschool  and  primary  school  age  children,  provide  exposure  to  as  many 
sex-equitable  materials,  especially  pictures,  as  possible.  In  these  formative 
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years,  the  environment  has  a  large  impact  on  the  development  of  gender 
schema,  including  those  related  to  sex  roles  and  sex  role  stereotypes. 

4.  For  elementary  age  pupils,  provide  both  exposure  to  sex-equitable  materials 
and  guidance  in  understanding  the  sex-affirmative  aspects  of  people  and 
situations.  Pupils  are  very  concerned  with  faimess,which  can  be  used  as  a 
criterion  for  evaluating  examples  of  both  sex  bias  and  sex  equity  in 
materials. 

5.  For  secondary  and  college  students,  provide  special  exposure  to  and  empha- 
sis on  the  multiple  roles  found  in  adulthood  and  how  those  roles  may  be 
maintained  simultaneously,  may  change  over  time,  and/or  may  conflict  with 
each  other. 

D.  Further  Research,  A  growing  body  of  research  literature  supports  the 
use  of  sex-equitable  materials  in  the  classroom.  Several  questions,  however, 
need  further  investigation: 

1.  Which  of  the  characteristics  of  sex-equitable  materials  are  most  responsible 
for  change,  and  how  powerful  is  each  characteristic? 

2.  How  much  exposure  to  sex-equitable  materials  is  necessary  before  Ihey  have 
an  impact?  Will  attitudes  continue  to  change  with  more  and  more  exposure? 
And  how  long  do  the  changes  last? 

3.  How  reliable  and  valid  are  the  instruments  being  used  to  measure  the 
effects? 

4.  Will  adolescents  and  adults,  with  whom  fewer  studies  have  been  done  to 
date,  be  affected  in  the  same  ways  as  children  by  sex-equitable  materials? 

5.  Will  sex-equitable  materials  on  topics  other  than  vocational  information, 
fiction,  and  social  studies  have  the  same  effects?  (For  example,  studies 
using  mathematics,  biological  and  physical  sciences,  and  microcomputer 
materials  are  needed.) 

CONCLUSION 

Pupils  who  are  exposed  to  sex-equitable  materials  are  more  likely  than 
others  to  (1)  have  gender-balanced  knowledge  of  people  n  society,  (2)  develop 
more  flexible  attitudes  and  more  accurate  sex  role  knowledge,  and  (3)  imitate 
role  behaviors  contained  in  the  materials.  Neither  interest  in  materials  nor  recall 
seems  reduced  by  their  use.  The  evidence  is  strong  in  support  of  using  these 
materials  to  improve  the  learning  experiences  of  both  females  and  males.  We 
urge  that  educators,  publishers,  policy  makers,  and  parents  take  the  steps  recom- 
mended in  this  chapter  to  ensure  sex  equity  in  instructional  materials. 
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Sex  Equity  Strategies 
in  the  Content  Areas 


Peggy  J.  Blackwell  and  Lillian  N.  Russo 


This  section  is  about  achieving  sex  equity  through  the  content  of  education 
offered  in  the  schools.  The  six  chapters,  which  discuss  mathematics,  science, 
and  engineering;  communication  skills;  social  studies;  visual  arts  education; 
physical  education  and  athletics;  and  career  and  vocational  education,  cover  a 
variety  of  approaches  to  sex  equity  within  the  curriculum  of  education.  Of 
necessity,  these  chapters  reflect  only  a  sampling  of  the  possible  content  areas, 
but  were  chosen  to  present  a  sample  of  sufficient  breadth  and  depth  to  represent 
six  critical  aspects  of  sex  equity  achievements  in  the  content  domain.  The  focus 
on  strategies  in  the  content  areas  builds,  in  particular,  on  the  previous  secdon  on 
general  educational  practices  for  promoting  sex  equity. 

The  authors  describe  the  key  needs  and  issues  involved  in  their  content 
areas,  the  strategies  and  sex-fair  programs  that  have  been  developed  to  respond 
to  the  needs  and  issues,  tlie  outcomes  that  have  occurred  in  implementation  of  the 
strategies  and  programs,  and  recommendations  for  future  research  and  policy.  As 
might  be  expected,  some  content  areas  have  substantial  and  well-documented 
evidence  of  successes  and  failures  ir.  achieving  equity,  while  others  are  just  m  the 
beginning  stages.  This  is  probably  due  to  equity  concerns  in  fcueral  laws  such  as 
Title  IX  and  the  Career  and  Vocational  Education  Acts,  which  have  aided  the 
progress  ^  work  h\  sc^  equity  in  some  content  areas,  such  as  mathematics  and 
sc'cnce,  more  than  in  others  such  as  the  a:1s  or  business,  where  sex  eqaily  in 
education  has  not  been  mentioned. 

An  overall  state-of-th'^.-art  description  and  a  documentation  of  the  pro- 
c  sses  involved  in  achieving  that  state  are  provided  by  the  authors.  Their  reports 
indicate  that  the  effective  approaches  for  achieving  sex  equity  are  as  many  and  as 
complex  as  the  constraints  hindering  their  fulfillment.  The  outcomes  documented 
are  generally  positive,  although  not  alvays  even  o»  consistent.  But  the  research 
reported  demonstrates  that  sex  equit>  can  be  taught,  that  it  can  be  taught  as  an 
integral  pan  of  the  content,  and  that  quality  control  of  the  process  is  possible. 
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In  chapter  13,  Stage,  Krcinberg,  Parsons,  and  Becker  address  the  progress 
made  over  the  past  15  years  for  women  in  science,  mathematics,  and  engineer- 
ing. Two  key  issues  are  identified.  First,  mathematics  is  a  critical  filter  for 
women  in  making  a  career  choice  in  any  of  the  three  general  fields;  thus,  there 
has  been  a  systematic  attempt  in  public  and  higher  education  to  influence  girls 
and  women  to  enroll  in  mathematics  and  science  courses.  Second,  this  field  has 
suffered  from  a  history  of  inadequate  role  models,  confused  career  development 
planning,  and  poor  teaching,  which  is  often  confounded  by  differential  teacher 
interactions  with  female  and  male  students.  A  model  for  other  educational  con- 
tent areas  is  presented,  however,  by  the  close  relationship  between  sex  equity 
research  and  development  in  these  three  fields.  This  relationship  has  been  a 
significantly  synergistic  one,  with  research  findings  leading  to  program  develop- 
ment and  the  results  from  implementation  of  programs  feeding  back  into 
research. 

Chapter  14,  by  Scott,  Dwyer,  and  Lieb-Brilhart,  looks  at  sex  differences  in 
language-related  areas  and  examines  educational  approaches  that  are  effective  in 
promoting  sex  equity.  Although  females  are  typically  presented  as  superior  to 
males  in  reading  and  language,  the  authors  point  out  that  on  measures  taken  after 
puberty,  females  do  not  score  consistently  higher  on  complex  verbai  skills  than 
do  males.  They  also  provide  evidence  indicating  that  small  sex  differences  ap- 
pear in  gifted  populations,  that  larger  sex  differences  are  associated  with  disad- 
vantaged and  lower-ability  students,  and  that  different  measuring  instruments 
resMlt  in  different  patterns  of  apparent  sex  differences.  Not  surprisingly,  the 
authors  conclude  that  more  and  better  role  models  are  needed  in  reading  for  boys 
and  in  more  complex  verbal  skill  areas  for  girls  and  that  nonstereotyped  reading 
materials  are  necessary. 

In  chapter  15,  Hahn  and  Bernard-Powers  examine  the  field  of  social  stud- 
ies and  indicate  that  the  practitioners  in  the  field  do  not,  in  fact,  practice  what 
they  teach — that  there  is  equality  and  justice  for  all  in  the  content  and  inequity  in 
practice  in  staffing  patterns  and  in  curriculum  and  media  presentation.  Issues 
identified  include  textbooks,  where  females  are  generally  underrepresented  and 
presented  in  stereotypic  fashion;  gender  differences  in  knowledge  and  attitude; 
and  the  cultural  impact  of  knowledge  about  and  attitudes  toward  women  when 
some  students  have  unrealistic  information  about  the  economic  position  of  wom- 
en. Research  in  the  field  has  shown  that  gender  stereotyping  decreases  when 
students  are  exposed  to  instruction  specifically  directed  at  that  goal,  and  the 
authors  recommend  that  such  instruction  be  made  t  part  of  the  curriculum. 

In  chapter  16,  Sandell,  Collins,  and  Sherman  address  the  professional  and 
content  issues  in  visual  arts  education.  They  point  out  that  in  the  art  world  the 
female  population  is  large,  but  the  field  is  dominated  by  males.  Women  tend  to 
be  perceived  as  less  serious  and  less  committed.  Sex  inequities  in  visual  arts  are 
not  always  apparent,  and  the  anomaly  arises  that  in  a  field  heavily  populated  by 
women,  there  are  few  role  models  available  for  them.  Men  are  perceived  as  the 
"artists,"  and  art  education  has  been  relegated  to  second-class  status  because  it  is 
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viewed  as  feminine.  Perhaps  in  part  due  to  this,  strategics  for  equity  have  been 
developed  and  implemented  at  the  higher  education  level,  but  to  a  much  lesser 
extent  at  the  public  elementary  and  secondary  school  levels.  The  authors  recom- 
mend the  development  of  a  discipline-specific  model  for  sex  equity  efforts  in  art 
education. 

The  topic  of  Chapter  17,  by  Geadelmann,  is  physical  education  and  athlet- 
ics. This  chapter  presents  the  concept  of  fairness  and  fair  play  as  the  basis  of 
American  athletics  and  physical  education  and  makes  the  point  that  although 
women  have  had  separate  and  different  worlds  in  these  fields,  their  worlds  have 
not  been  separate  and  equal.  The  perpetuation  of  sex  stereotypes,  different  ex- 
pectations and  treatments,  and  the  loss  ot  leadership  opportunities  for  women 
have  compounded  this  problem.  Positive  changes  have  occurred  with  the  recog- 
nition of  the  physical  capabilities  of  females  and  with  public  support  and  promo- 
tion of  sport  experience  for  females.  Unfortunately,  the  exclusion  and  limited 
access  of  women  have  long  been  a  standard  part  of  physical  education  and 
athletics.  Females  have  been  deprived  of  options  for  full  development,  and  the 
result  has  been  a  negative  self-image.  The  author  recommends  research  directed 
toward  a  conceptual  framework  that  can  provide  for  the  full  development  of 
males  and  females  alike. 

Career  and  vocational  education  are  the  subject  of  chapter  18,  by  Farmer 
and  Sidney.  A  focus  of  this  chapter  is  the  shifting  roles  of  men  and  women  and 
the  need  to  increase  the  options  available  to  young  people.  One  issue  presented  is 
the  influence  of  sex-related  occupational  and  homemaking  stereotypes  on  the  life 
choices  made  by  students.  Another  is  differences  in  self-concept:  females  tend 
not  to  see  themselves  in  terms  of  work  and  aggression,  while  males  identify  less 
with  home  and  relationships.  The  authors  discuss  the  inequalities  in  analytic  and 
decision-making  skills  related  to  choosing  a  career  and  the  inadequate  training  of 
counselors.  In  addition,  they  present  information  related  to  the  inequalities  in 
vocational  education.  The  authors  identify  several  programs  with  demonstrated 
effectiveness  for  high  school  students  and  survey  promising  programs  that  have 
the  potential  of  being  field-tested.  Key  recommendations  are  that  research  be 
undertaken  to  compare  different  approaches  to  achieving  sex  equity  goals,  that 
longitudinal  studies  be  conducted,  and  that  emphasis  be  placed  on  the  curriculum 
from  elementary  level  to  adult  education. 

As  one  reads  the  chapters  in  this  section,  common  the^ncs  are  evident. 
Perhaps  the  key  theme  is  the  question  of  sex  differences  or  gender  superiority. 
Investigation  into  potential  sex  differences  (for  example,  male  superiority  in 
many  areas)  predates  the  systematic  sex  equity  research  and  development  cur- 
rently prevalent.  And,  as  pointed  out  in  the  chapters,  conflicting  resuhs  from  the 
new  scholarship  on  sex  equity  have  challenged  the  findings  of  previous  investi- 
gations. One  conclusion  is  that  sex  differences  are  related  more  to  the  research 
design  of  the  studies  than  to  gender  itself  and  thus  might  be  referred  to  as  gender- 
demonstrated  (related  to  the  design)  rather  than  gender-induced  (caused  by  gen- 
der). The  sex  differences  issue,  nevertheless,  prevails  in  the  chapters  as  a  gender- 
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induced  concern  instead  of  a  research  design  question,  although  tne  authors 
generally  conclude  that  almost  all  sex  differences  are  learned  rather  than 
inherited. 

A  second  theme  of  the  chapters  is  the  nature  of  instruction  itself.  All 
chapter  authors  report  appreciable  gains  in  information  levels  and  skills  develop- 
ment and  positive  changes  in  values  and  attitudes  about  sex  equity  issues  and 
concerns.  Instruction  can  and  docs  make  a  positive  (or  a  negative)  difference 
and,  in  reality,  cannot  be  addressed  apart  from  the  content  areas.  A  major  issue 
of  instruction  yet  to  be  resolved  is  the  question  of  separate-  or  same-sex  group- 
ings or  classes.  While  some  authors  report  that  same-gender  groupings  facilitate 
and  enhance  instruction,  for  example  in  mathematics,  others  report  that  same- 
gender  groups  inhibit  the  primary  objectives  of  the  program  or  course,  for  exam- 
ple in  physical  education.  It  would  seem  that  this  is  not  an  either-or  issue,  but  one 
in  which  trade-offs  between  balance  and  priorities  must  be  made. 

A  third  key  issue  is  the  development  of  a  positive  self-image.  The  authors 
make  clear  that  there  is  abundant  evidence  that  the  role  expectations  of  parents, 
teachers,  the  media,  and  the  general  culture,  as  well  as  role  models,  are  the  key 
sources  of  one's  self-concept.  They  also  make  clear  that  gender-free  expectations 
and  positive  role  models  lead  to  positive  ego-image  development  and  that  a 
positive  self-image  is  a  primary  condition  of  successful  personal  growth  and 
development,  for  both  females  and  males.  A  significant  outgrowth  of  these 
findings  is  increased  emphasis  on  the  affective  dimensions  of  learning.  Special 
attention  is  given  to  support  activities  and  networks  that  focus  on  reducing 
subject-related  anxiety,  increasing  confidence,  and  providing  assertiveness  train- 
ing, even  though  the  primary  focus  is  on  the  academic  area.  It  is  these  kinds  of 
growth  in  understanding  and  responding  to  learner  needs  within  the  content  areas 
that  could  never  have  occurred  without  the  research  and  development  work 
provided  by  sex  equity  specialists. 
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Increasing  the  Participation  and 
Achievement  of  Girls  and  Women  in 
Mathematics 9  Science,  and  Engineering 

Elizabeth  K.  Stage,  Nancy  Kreinberg, 

Jacquelynne  Eccles  (Parsons), 

and  Joanne  Rossi  Becker, 

with  Michele  Aldrich,  Kriston  Anton, 

M.  Joan  Callanan,  Patricia  Casserly, 

Claudia  E.  Cohen,  Nancy  Cook, 

Yolanda  Scott  George,  Shelia  M.  Humphreys, 

Judith  Jacobs,  Alma  Lantz, 

Shirley  Malcom,  Sheila  M.  Pfafflin, 

Diane  Resek,  Carol  M.  Shaw, 

Walter  S.  Smith,  Henrie  Turner, 

Betty  Vetter,  and  Iris  Weiss 


Women  have  made  substantial  inroads  in  the  last  15  years  into  the  fields  of 
niath'^matics,  science,  and  engineering.  The  proportion  of  women  earning  docto- 
rates in  science  and  engineering,  for  example,  has  risen  from  7%  in  1965  to  25% 
in  1980  (National  Research  Council,  1980).  As  figure  2  shows,  however,  most 
of  this  increase  is  attributable  to  large  proportions  of  women  in  the  social  and  life 
sciences;  women  arc  still  at  or  below  12%  of  Ph.D/s  in  mathematics,  the 
physical  sciences,  and  engineering  At  the  undergraduate  level,  the  proportion  of 
women  planning  majors  in  science  and  engineering  also  has  been  increasing 
(Cooperative  Institutional  Research  Program,  1974- 1982).  The  greatest  percent- 
age increase  has  been  in  the  field  of  engineering,  in  which  there  were  358  women 
who  earned  bachelor's  degrees  in  1970,  representing  0.8%  of  the  graduating 
class,  and  5,680  women  in  1980,  representing  9.7%  of  tf^c  graduating  class. 
With  a  projection  for  1984  of  14%,  it  is  clear  that  there  have  been  impressive 
inroads  in  the  area  of  engineering.  Yet,  at  this  rate  of  1%  per  year,  it  will  be  2070 
before  there  are  equal  numbers  of  women  and  men  earning  engineering  degrees! 
A  similarly  mixed  picture  appears  when  the  employment  of  women  scien- 

Rcvicwcrs  for  this  chapter  were  Peggy  Blackwell,  Elizabeth  Fvnneiiu.  Sheila  Humphreys,  Susan 
Klein,  Lillian  Russo,  and  Carol  Tittle. 
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Figure  2,    Women  as  a  percentage  of  total  science  and 
engineering  doctorate  recipients  by  field:  1965-80. 
{Source:  National  Research  Council.  From  "Women  Scien- 
tists and  Engineers:  Trends  in  Participation"  by  B.  M.  Vet- 
ter.  Science,  214,  pp.  13 13- 1321,  18  December  1981.  © 
1981  by  the  AAAS.) 
'Includes  psychology. 
^Includes  computer  sciences. 

■^Includes  environmental  sciences  (earth  sciences,  oceanog- 
raphy, and  atmospheric  sciences). 


tists  and  engineers  is  surveyed.  Female  degree  holders  have  higher  unemploy- 
ment rates  than  male  degree  holders,  are  less  likely  to  be  employed  in  science 
and  engineering  jobs,  a.nd  are  paid  less.  In  academic  settings,  for  example, 
62.5%  of  the  men  with  doctorates  had  tenure  in  their  fields  in  1979,  compared  to 
only  35.2%  of  the  women  with  doctorates  (Vetter,  1 98 1). 
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Examination  of  participation  and  achievement  of  young  women  in  mathe- 
matics and  science,  relative  to  young  men,  indicates  that  the  message  is  also 
inconsistent.  Some  national  enrollment  surveys  have  found  parity  in  election  of 
mathematics  courses  in  high  school  (Armstrong,  1981),  except  at  the  highest 
level  of  calculus,  though  investigation  from  state  to  state  shows  that  there  are  still 
substantial  differences  at  the  intermediate  level  of  Algebra  JI  (California  Basic 
Educational  Data  System,  1981).  Some  researchers  are  not  finding  sex-related 
differences  in  achievement  in  areas  in  which  they  used  to  find  them  consistently 
(for  example,  spatial  visualization;  see  discussion  below).  The  National  Assess- 
ment of  Educational  Progress,  however,  continues  to  find  scx-rclatcd  differences 
in  science  and  mathematics  achievement  that  increase  from  age  9  to  age  13  to  age 
17  (Fennema  &  Carpenter,  1981). 

The  progress  of  women  in  science  is,  of  course,  due  to  a  number  of  factors. 
In  this  chapter,  however,  we  will  concentrate  on  educational  research  and  educa- 
tional piogram  development,  and  their  interrelationship,  as  major  contributors  to 
this  progress.  It  is  oar  contention  that  the  close  relationship  between  research  and 
development  activities  related  to  women's  participation  in  math-related  fields  is 
an  important  catalyst  for  advancement  in  both  research  and  development.  A  good 
example  is  the  research  of  the  Berkeley  sociologist  Lucy  Sells,  who  investigated 
the  persistence  of  women  and  minorities  in  different  doctoral  fields  (Sells,  1975/. 
She  found  that  mathematics  training  in  secondary  schools  was  a  "critical  filter" 
for  these  groups,  keeping  many  students  from  studying  various  scientific  fields 
as  undergraduate  or  graduate  students.  Her  personal  enthusiasm  prompted  the 
founding  of  the  Math/Science  Network,  now  a  group  of  1,000  scientist*;,  edu- 
cators, and  community  people  who  work  together  to  promote  the  participation  of 
women  in  math-related  and  nontraditional  fields.  Several  Network  programs  a. " 
described  in  later  sections  in  this  chapter.  The  popularization  of  the  "critical 
filter"  idea  (Ernest,  1976)  caused  many  educators  to  take  an  interest  in  secondary 
school  mathematics  course  enrollments. 

At  about  the  same  time,  Maccoby  and  Jacklin  (1974)  published  their 
landmark  review  of  the  published  and  unpublished  literature  on  psychological 
sex  differences.  While  they  cast  serious  doubt  on  many  long-held  myths,  they 
allowed  to  stand  as  "fairiy  well  established"  the  belief  that  "boys  excel  in 
mathematical  ability"  (p.  352).  They  noted  that  males  and  females  are  similar  in 
mathematical  skills  through  elementary  school,  but  that  at  about  ages  12-13 
boys'  mathematical  skills  increase  faster  than  giris*.  They  also  indicated  that  the 
rate  of  improvement  was  not  entirely  a  function  of  the  number  of  mathematics 
courses  taken,  although  that  question  had  not  been  extensively  studied  at  that 
time.  Shortly  thereafter,  however,  the  work  of  Fennema  and  Sherman  (1977) 
showed  that  among  students  whose  mathematics  backgrounds  were  similar,  sex- 
related  differences  in  mathematics  achievement  were  found  inconsistently,  were 
small,  and  were  related  to  affective  factors  such  as  confidence,  perceived 
usefulness  of  mathematics,  and  perceptions  of  significant  others. 

The  emerging  emphasis  on  enrollment  in  elective  mathematics  classes  led 
to  two  parallel  movements.  The  desire  to  understand  the  causes  of  lower  enroll- 
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ment  among  females  prompted  the  National  Institute  of  Education  (NIE)  to 
commission  papers  to  assist  them  in  planning  their  research  agenda  for  1978  and 
1979  (Fox,  Fennema,  &  Sherman,  1977).  A  concerted  research  program  was 
launched,  in  which  researchers  with  various  perspectives  and  methodologies  set 
out  to  investigate  the  participation  and  achievement  of  women  in  mathematics. 
These  studies  are  some  of  the  classics  to  be  reviewed  in  the  following  section.  (A 
forthcoming  book,  Women  and  Mathematics:  Balancing  the  Equation  [Chipman, 
Brush,  &  Wilson,  in  press]  synthesizes  this  work.)  The  desire  to  influence  girls 
and  women  to  enroll  in  mathematics  and  science  courses  and  programs  and  to 
increase  their  success  once  enrolled  prompted  a  number  of  educators  to  step  up 
their  activity  in  programs  for  women  in  science  and  mathematics  education. 
There  have  been  interaction  and  cooperation  between  the  researchers  and  the 
developers,  and  many  individuals  have  participated.  For  purposes  of  examining 
the  impact  of  these  activities,  however,  it  is  helpful  first  to  summarize  the  issues 
raised  by  the  research,  then  to  detail  the  ways  in  which  these  issues  have  been 
addressed  by  intervention  programs  and  changes  in  the  educational  system. 
Research  issues  in  mathematics  will  be  considered  before  the  other  sciences 
because  of  its  status  as  a  prerequisite  for  success  in  science  and  engineering. 

ISSUES  IDENTIFIED  BY  THE  RESEARCH 
ON  WOMEN  IN  MATHEMATICS 

Sex-related  Differences  in  Mathematics 

Sex  Differences  on  Tests  of  Quantitative  Skills.  The  following  results  are 
fairly  consistent  across  studies  using  a  variety  of  achievement  tests:  (1)  high 
school  boys  perform  a  little  better  than  high  school  giris  on  tests  of  mathematical 
reasoning  (primarily  solving  word  problems);  (2)  boys  and  giris  perform  similar- 
ly on  tests  of  algebra  and  basic  mathematical  knowledge;  and  (3)  giris  occasion- 
ally outperform  boys  on  tests  of  computational  skills  (Armstrong,  1981;  Burnett, 
Lane,  &  Dratt,  1979;  Connor  &  Serbin,  1980;  E.T.S.,  1979;  Fennema  &  Sher- 
man, 1977,  1978;  Hyde,  1981;  Schratz,  1978;  Sherman,  1980,  1981;  Starr, 
1979;  Steel  &  Wise,  1979;  Wittig  &  Petersen,  1979).  Among  normal  popula- 
tions, achievement  differences  favoring  boys  do  not  emerge  with  any  consistency 
prior  to  the  10th  grade,  are  typically  not  very  large,  and  are  not  universally 
found,  even  in  advanced  high  school  populations.  'Ihere  is  some  evidence, 
however,  that  the  general  pattern  of  sex  differences  may  emerge  somewhat 
eariier  among  gifted  and  talented  students  (Benbow  &  Stanley,  1980;  E.T.S., 


Sex  Differences  in  Spatial  Skills.  The  findings  regarding  sex  differences 
in  spatial  skills  are  also  fairly  consistent,  though  not  universal,  and  do  not 
emerge  prior  to  about  the  10th  grade.  Among  these  older  adolescents,  boys 
outperform  giris  on  some  measures  of  spatial  skills,  but  the  magnitude  of  the  sex 
difference  varies  depending  on  body  type  (Petersen,  1979),  on  personality  char- 
acter'stics  associated  with  masculinity  and  femininity  (Nash,  1979),  on  previous 
experience  with  spatial  activities  (Burnett  &  Lane,  1980;  Connor,  Schackman,  & 


1979). 
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Serbin,  1978;  Connor,  Serbin,  &  Schackman,  1977),  on  ethnic  background, 
parental  styles,  and  socioeconomic  status  (Fennema  &  Sherman,  1977;  Nash, 
1979;  Schratz,  1978),  on  maturational  rate  (Waber,  1979),  and  on  the  particular 
test  given  (Connor  &  Serbin,  1980).  In  fact,  in  a  recent  national  survey  study  of 
3,240 junior  and  senior  high  school  students,  1 3-year-old  girls  did  better  on  a  test 
of  spatial  skill  than  13-year-old  boys;  12th-grade  boys  and  girls  did  equally  well 
(Armstrong,  1981).  Thus,  as  Connor  and  Serbin  conclude,  "Junior  and  senior 
high  school  males  .  .  .  perform  better  than  females  on  some  visual-spatial  mea- 
sures, some  of  the  time"  (p.  36). 

Relation  of  Spatial  Skills  to  Mathematics  Achievement,  Several  studies 
have  demonstrated  a  strong  positive  correlation  between  spatial  skills  and  4 
variety  of  mathematical  achievement  test  scores  (Armstrong,  1981;  Burnett  et 
al.,  1979;  Connor  &  Serbin,  1980;  Fennema  &  Sherman,  1977,  1978;  Sherman, 
1980;  Steel  &  Wise,  1979).  But  verbal  abilities  also  correlate  quite  highly  with 
mathematical  performance;  not  all  measures  of  spatial  skills  correlate  signifi- 
cantly with  all  measures  of  mathematical  achievement;  and  the  patterns  of  these 
relations  vary  across  grade  level,  sex,  and  study  (Armstrong,  1981;  Burnett  et 
al.,  1979;  Connor  &  Serbin,  1980;  Fennema  &  Sherman,  1977,  1978;  Hyde, 
Geiringer,  &  Yen,  1975;  Sherman,  1980;  Steel  &  Wise,  1979).  Further,  in  a 
recent  factor  analytic  study,  Connor  and  Serbin  (1980)  found  that  the  tests  of 
spatial  skills  factor  together  and  independently  of  measures  of  mathematical 
achievement.  Thus,  the  relation  between  spatial  skills  and  mathematical  achieve- 
ment is  not  clear.  Furthermore,  whether  or  not  the  sex  difference  in  spatial  skills 
contributes  to  the  sex  difference  in  mathematical  achievement  is  even  less  clear. 
While  some  findings  are  consistent  with  this  hypothesis  (for  example,  Burnett  et 
al.,  1979;  Fennema  &  Sherman,  \911;  and  Hyde  et  al.,  1975),  others  are  not  (for 
example,  Connor  &  Serbin,  1980;  Steel  &  Wise,  1979). 

Whether  the  sex  differences  in  either  mathematical  ability  or  spatial  skills 
contribute  to  the  sex  differences  in  course  participation  rates  is  even  more  debat- 
able. The  pattern  of  results  is  quite  mixed.  For  example,  in  a  study  by  Sherman 
(1981),  spatial  skills  predicted  giris'  but  not  boys'  participation.  In  contrast,  in 
Steel  and  Wise's  study  (1979),  spatial  skills  predicted  for  boys  only.  Participa- 
tion is  also  predicted  by  scores  on  vocabulary  tests  (Sherman,  1981),  by  past 
math  achi'^vements  (Armstrong,  1981;  Dunteman,  Wisenbaker,  &  Taylor,  1978; 
Eccles,  Adler,  &  Meece,  1984;  Steel  &  Wise,  1979),  by  interest  in  mathematics 
and  career  plans  (for  example,  Eccles  (Parsons)  et  al.,  1983;  Steel  &  Wise, 
1979),  an'i  by  a  variety  of  attitudinal  and  social  factors  which  will  be  reviewed  in 
the  next  section.  In  addition,  it  must  be  noted  that  spatial  visualization  skills  can 
be  trained  (Burnett  &  Lane,  1980;  Connor  et  al.,  1977,  1978;  Goldstein  & 
Chance,  1965). 

Socialization  Factors 

Modeling  Effects.  Several  studies  have  found  that  adult  females  arc  both 
less  likely  to  be  engaged  in  math  activities  and  more  likely  to  express  doubts 
about  their  math  abilities  than  are  adult  males.  For  example,  after  sixth  grade. 
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fathers  are  more  likely  to  help  their  children  with  their  math  homework  than  are 
mothers  (Ernest,  1976);  advanced  math  courses  arc  more  likely  to  be  taught  by 
men  (Fox  et  al.,  1977);  female  elementary  preservice  teachers  have  lower  esti- 
mates of  their  math  ability  and  openly  admit  they  are  less  comfortable  teaching 
math  than  their  male  peers  (Aiken,  1970);  and  finally,  mothers  hold  a  more 
negative  view  of  their  math  abilities  and  interest  than  do  fathers  (Parsons,  Adler, 
&  Kaczala,  1982).  This  underrepresentation  of  appropriate  female  role  models 
could  discourage  some  girls  from  engaging  in  activities  involving  mathematics 
during  the  high  school  years.  The  success  of  several  recent  intervention  programs 
designed  to  increase  female  math  participation  through  exposure  to  female  mod- 
els supports  this  line  of  reasoning  (for  example,  Brody  &  Fox,  1980;  Tobin  & 
Fox,  1980). 

Socializers'  Expectations  and  Related  Behaviors,  The  expectations  par- 
ents and  teachers  hold  for  children  are  another  possible  source  of  influence  on 
children's  math  involvement.  Several  studies  indicate  that  parents  and  teachers 
have  higher  educational  expectancies  for  high  school  and  college  age  males  than 
for  comparable  females  (Good,  Sikes,  &  Brophy,  1 973;  Hilton  &  Berglun,  1974; 
Sears,  Maccoby,  &  Levin,  1957).  Only  a  few  studies  have  directly  measured  the 
expectancies  that  parents  and  teachers  hold  for  math  achievement.  While  these 
studies  have  yielded  a  mixed  pattern  of  results,  when  differences  emerge,  they 
favor  boys.  For  example,  in  some  studies  both  parents  and  teachers  believe  boys 
are  better  math  than  giris  (Casserly,  1975;  Ernest,  1976;  Haven,  1971;  Lu- 
chins,  1975).  Similarly,  parents  rate  math  as  more  difficult  for  daughters  than  for 
sons  and  feel  that  giris  have  to  work  harder  than  boys  in  order  to  do  well  in  math 
courses  (Parsons,  Adler,  &  Kaczala,  1982).  Other  studies,  however,  yield  cither 
inconsistent  or  nonsignificant  sex  effects  (for  example,  Ernest,  1976,  Parsons, 
Adler,  &  Kaczala,  1982;  Parsons,  Kaczala,  &  Mcece,  1982).  For  example,  in 
the  1982  studies  by  Parsons  and  her  associates,  neither  parents  nor  teacliers  had 
I'^wer  expectations  for  their  giris'  math  performance  than  for  their  boys'.  Thus,  it 
appears  that  the  sex  stereotypes  held  by  parents  and  teachers  are  small  and 
perhaps  diminishing,  but  favor  boys  when  they  are  present. 

Do  these  stereotypes  affect  students'  attitudes,  and  if  so,  how?  Parents, 
teachers,  and  counselors  have  all  been  found  to  provide  boys  more  explicit 
rewards,  encouragement,  and  reinforcements  for  learning  math  and  for  consider- 
ing math-related  careers  than  giils  (Cooperative  Institutional  Research  Program, 
1974;  Casserly,  1975;  Haven,  1971;  Luchins,  1976;  Parsons,  Adler,  &  Kaczala, 
1982;  Parsons,  Kaczala,  &  Meece,  1982).  In  one  s;udy  the  counselors  openly 
admitted  discouraging  giris  from  taking  these  courses,  citing  reasons  that  re- 
flected their  stereotyped  views  of  appropriate  adult  roles  and  math  abilities.  In 
addition,  based  on  extensive  observations  in  classrooms,  several  investigators 
have  concluded  that  the  quantity  and  type  of  teacher  instruction  sometimes  varies 
according  to  the  sex  of  the  student  and  the  subject  matter  being  taught.  Some>  but 
not  all,  teachers  interact  more  with,  provide  more  praise  to,  and  provide  more 
formal  instruction  to  boys  than  giris,  especially  in  mathematics  and  science 
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classes  (Bean,  1976;  Becker,  1981;  Brophy  &Good,  1974;  Lcinhardt,  Seewald, 
&  Engel,  1979;  Eccles,  Kaczala,  &  Meece,  198?);  Stallings,  1979).  These 
differences  in  teacher  behavior,  when  found,  are  most  extreme  among  students 
with  high  math  ability. 

While  the  pattern  of  results  associated  with  differential  treatment  is  fairly 
consistent,  studies  that  have  attempted  to  assess  the  causal  influence  of  these 
differences  on  course  enrollment  or  career  aspirations  have  yielded  a  much  less 
definitive  picture.  Both  Heller  and  Parsons  (1981)  and  Eccles,  Kaczala,  & 
Meece,  1982)  tested  the  relation  of  student-teacher  interaction  patterri  both  to 
students'  attitudes  toward  math  and  to  their  plans  to  continue  taking  math.  While 
both  studies  found  a  significant  relation  between  teachers'  expectations  for  a 
student  (as  provided  by  the  teache.  on  a  written  questionnaire)  and  student 
attitudes  even  after  the  effects  of  the  students'  past  grades  in  mathematics  had 
been  partialed  out,  both  studies  found  very  few  significant  relations  between 
actual  teacher  behaviors  and  student  attitudes — and  those  that  did  emerge  were 
quite  small.  Other  studies,  focusing  more  on  the  impact  of  a  single  salient 
teacher,  suggest  that  teachers  can  have  a  big  impact  on  girls'  attitudes.  But  the 
teachers  must  provide  active  encouragement  to  the  girls  in  the  form  of  (1) 
exposure  to  role  models,  (2)  sincere  praise  for  high  ability  and  high  performance, 
and  (3)  explicit  advice  regarding  the  value  of  math  and  its  potential  utility  for 
high-paying,  prestigious  jobs  (Casserly,  1975,  1979). 

Studies  demonstrating  the  causal  influence  of  parents  in  shaping  sex  dif- 
ferences in  math  participation  are  virtually  nonexistent.  For  example.  Parsons 
and  her  colleagues  have  demonstrated  that  parents'  sex-stereotyped  beliefs  are 
related  to  girls'  more  negative  attitudes  toward  math.  It  is  not  clear,  however, 
whether  the  parents'  stereotyping  fostered  the  daughters'  negative  attitudes  or  the 
daughters'  negative  attitudes  fostered  the  parents'  stereotyping  (Parsons,  Adier, 
&  Kaczala,  1982). 

Differential  Experiences.  In  addition  to  the  more  direct  socialization  ef- 
fects discussed  thus  far,  parents  and  teachers  also  influence  children's  achieve- 
ment behaviors  and  values  through  the  experiences  they  provide  or  encourage. 
Exposure  to  different  toys  and  recreational  activities  has  been  linked  to  sex 
differences  in  both  spatial  skill  and  attitudes  toward  math  and  science  (Astin, 
1974;  Connor  et  al.,  1978;  Hilton  &  Berglund,  1974). 

Early  independence  training  has  also  been  suggested  as  a  cause  of  sex 
differences  in  math  involvement  (Ferguson  &  Maccoby,  1966;  Hoffman,  1972; 
Stein  &  Bailey,  1973).  Since  independence  training  facilitates  math  achievement 
(Bing,  1963;  Ferguson  &  Maccoby,  1966),  and  since  giris  may  get  less  indepen- 
dence training  than  boys,  the  sex  difference  in  math  involvement  may  result  from 
these  differential  socialization  practices.  This  hypothesis  has  yet  to  be  tested 
directly. 

Summary.  The  studies  reviewed  in  this  section  provide  strong  support  for 
the  hypothesis  that  socializers  treat  boys  and  giris  diff*:rcntly  in  a  variety  of  ways 
that  might  be  linked  to  math  achicvcm^^nt  and  course  selection.  But  only  a  few 
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Studies  have  assessed  the  causal  impact  of  these  socialization  experiences  on 
students'  math  attitudes,  math  achievement,  and  course  selection.  The  results  of 
these  few  studies  suggest  that  sex  differences  in  math  behaviors  and  course 
selection  may  result  from  the  differential  treatment  accorded  girls  and  boys.  For 
example,  encouragement  from  parents  has  emerged  in  several  studies  as  an 
important  factor  in  girls'  decisions  to  elect  advanced  mathematics  courses  in  high 
school  (for  example,  Armstrong,  1981;  Haven,  1971;  Luchins,  1976;  Parsons, 
Adier,  &  Kaczala,  1982).  The  effects  hold  up  longitudinally  and  are  significant 
even  when  the  effects  of  the  children's  past  performance  in  mathematics  are 
partialed  out  (Eccles  [Parsons]  et  al.,  1983).  Thus,  it  seems  likely  that  parents 
and  teachers  are  having  a  negative  impact  on  some  girls'  decisions  to  take  math 
courses. 

Attitudinal  Factors 

Confidence  in  One's  Math  Ability.  The  pattern  of  i-ndings  regarding 
confidence  Ia  one's  math  ability  and  related  attii^des  are  quite  consistent.  While 
sex  differences  are  typically  not  present  among  elementary  school  children,  by 
junior  high  school  boys  are  more  confident  of  their  math  abilities  than  girls  (for 
example,  Armstrong  &  Kahl,  1980;  Brush,  1980;  Eccles  [Parsons]  et  al.,  1983; 
Ernest,  1976;  Fennema  &  Sherman,  1977;  Fox,  Brody,  &  Tobin,  1980;  Ka- 
rainski,  Erickson,  Ross,  &  Bradfield,  1976;  Sherman,  1980).  This  sex  dif- 
ference, however,  is  not  reflected  in  students'  expectations  for  their  performance 
in  the  courses  in  which  they  are  currently  enrolled  (Eccles  [Parsons]  et  al.,  1983; 
Heller  &  Parsons,  198 1).  Rather,  the  sex  difference  emerges  on  measures  reflect- 
ing studv'^'^ts'  more  general  rating  of  confidence  in  their  math  abilities  and  their 
expectations  for  future  courses. 

Although  sex  differences  in  confidence  have  been  established,  only  a  few 
studies  have  tested  the  link  between  confidence  in  one's  math  ability  and  course 
selection.  These  studies  have  yielded  consistent  findings  of  a  positive  relation 
between  confidence  and  enrollment  patterns  (Armstrong,  1981;  Eccles  [Parsons] 
et  al.,  1983;  Kaminski  et  al.,  1976;  Sherman,  1980;  Sherman  &  Fennema, 
1977).  More  studies,  however,  are  needed  to  clarify  the  causal  significance  of 
this  relationship. 

Sex  Typing  of  Mathematics,  Although  numerous  studies  have  shown  that 
when  high  school  students  sex-type  mathematics  they  classify  it  as  a  male 
achievement  domain  (Armstrong  &  Kahl,  1980;  Eccbs  [Parsons]  et  al.,  1983; 
Ernest,  1976;  Stein  &  Smithells,  1969),  the  implication  of  this  fact  for  math 
enrollment  is  not  clear  for  several  reasons.  First,  math  is  neither  always  stereo- 
typed as  masculine  (for  example,  Eccles  [Parsons]  et  al.,  1983;  Stein  & 
Smithells,  1969),  nor  is  it  even  one  of  the  most  likely  subject  areas  to  be 
stereotyped;  mechanical  arts  courses  and  athletics  are  both  more  likely  to  be 
classified  as  masculine  (Stein  &  Smithells,  1969).  Second,  boys  are  more  likely 
to  stereotype  math  as  masculine  than  are  girls  (for  example.  Brush,  1980;  Eccles 
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[Parsons]  et  al.,  1983;  Fennema  &  Sherman,  1977;  Sherman,  1980).  Third, 
studies  that  have  attempted  to  assess  the  relation  of  ?»iX -typing  of  math  to  actual 
math  achievement  and  course  plans  have  yielded  mixf^  results.  Furthermore,  the 
variations  in  results  do  not  follow  a  consistent  pattern  (Boswell,  1979;  Dwyer, 
1974;  Eccles,  Kaczala,  &  Meece,  1982;  Fennema  &  Sherman,  1977;  Nash, 
1975,  1979;  Sherman,  1980).  Thus,  the  relation  between  the  sex-typing  of  math- 
ematics and  students'  achievements  and  course  plans  in  mathematics  is  not  clear 
at  present. 

Perceived  Value  of  Math,  Ratings  of  the  utility  value  of  math  also  vaiy 
by  sex.  Several  studies  indicate  that  boys,  as  early  as  the  seventh  and  eighth 
grades,  rate  mavh  as  more  useful  than  do  girls  (Brush,  1980;  Eccles  [Parsons]  et 
al.,  1983;  Fennema  &  Sherman,  1977;  Fox,  Tobin,  &  Brody,  1979;  Haven, 
1971;  Hilton  &  Berglund,  1974;  Wise,  Steel,  &  MacDonald,  1979).  These 
results,  however,  are  not  entirely  consistent  across  age  groups  and  schools  (Fen- 
nema &  Sherman,  1977;  Sherman,  1980). 

Perceived  value  of  math  and  math-related  career  plans  emerge  as  signifi- 
cant predictois  of  both  achievement  and  course  plans  in  most  studies  (for  exam- 
ple, Armstrong,  1981;  Brush,  1980;  Eccles  [Parsons]  et  al.,  1983;  Eccles 
[Parsons],  Adler,  &  Meece,  1984;  Fennema  &  Sherman,  1977;  Fox  et  al.,  1980; 
Fox  &  Denham,  1974;  Lantz  &  Smith,  1981;  Wise  et  al.,  1979).  Furthermore, 
wnile  Brush  (1980)  found  that  the  perceived  usefulness  of  math  was  a  relatively 
weak  predictor  of  course  participation  in  comparison  to  other  predictors  such  as 
ability  level,  socioeconomic  status,  and  general  feelings  toward  math,  other 
investigators  have  found  that  interest  in  math  and  perceived  utility  value  are  two 
of  the  most  important  mediators  of  the  sex  differences  in  math  involvement. 

Affective  Factors 

In  recent  years  math  anxiety  has  emerged  as  yet  another  explanation  for  the 
sex  difference  in  math  involvement  (Lazarus,  1974;  Tobias,  1978;  Tobias  & 
Weissbrod,  1980).  Although  there  are  only  a  few  empirical  studies  that  have 
tested  for  sex  differences  in  "math  anxiety,*'  and  these  are  not  entirely  con- 
sistent, there  is  some  support  for  the  hypothesis  that  in  high  school  and  beyond 
giris  have  more  negative  affective  response  to  math  than  boys  (Brush,  1978, 
1980;  Dreger  &  Aiken,  1957;  Meece,  1981;  Suinn  &  Richardson,  1972).  These 
studies,  however,  have  not  controlled  for  the  possibility  that  boys  may  be  less 
willing  to  admit  to  feelings  of  anxiety,  especially  since  they  regard  mathematics 
as  a  male  domain. 

The  few  studies  that  have  tested  for  the  causal  impact  of  anxiety  on  course 
taking  suggest  that  anxiety  does  not  have  a  large  direct  effect  on  course  plans. 
Instead,  it  appears  to  have  its  most  important  effect  on  other  variables  related  to 
students'  course  selection,  such  as  how  much  they  expect  to  like  the  course  and 
how  well  they  expect  to  do  (Brush,  1980;  Meece,  I98I ;  Eccles,  Adler,  &  Meece, 
1984).  In  two  of  these  studies,  giris'  attitudes  were  affected  more  by  their  anxiety 
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levels  than  boys'.  Thus,  it  is  likely  thai  anxiety  is  having  a  more  negative  effect 
on  girls*  math  involvement  than  on  boys'. 

Summary  of  Past  Research 

We  have  reviewed  several  explanations  for  the  sex  difference  in  math 
involvement.  Not  surprisingly,  no  one  cause  has  emerged  with  unequivocal 
support.  Because  aptitude  differences  appear  to  be  quite  small  and  difficult  to 
assess,  and  because  the  majority  of  the  researchers  have  been  interested  in 
identifying  modifiable  determinants  of  sex  differences  in  participation,  much  of 
the  recent  research  has  focused  on  social  and  experiential  factors.  Evidence  from 
these  studies  suggests  that  socializers  have  a  powerful  influence  on  students* 
academic  choices.  There  is  also  fairly  strong  evidence  suggesting  that  students 
themselves,  through  their  attitudes,  self-perceptions,  and  feelings  about  mathe- 
matics, arc  a  major  source  of  the  sex  differences  in  both  matn  achievement  and 
course  enrollment  patterns.  Of  these  variables,  confidence  in  one's  ability  and 
the  perceived  value  of  math  appear  to  play  the  most  critical  roles. 

REL\T!ONSHIP  OF  THE  RESEARCH 

ON  WOMEN  IN  SCIENCE  AND  ENGINEERING 

TO  THAT  IN  MATHEMATICS 

The  research  on  women  in  science  and  engineering  begins  with  the  prereq- 
uisite abilities  in  mathematics,  but  the  differences  in  mathematical  ability  and 
achievement  described  above  cannot  completely  account  for  the  differences  in 
achievement  and  participation  in  science  and  engineering.  This  section  considers 
the  extent  to  which  the  research  issues  above  are  also  relevant  for  science,  and 
considers  the  additional  factors  in  science  and  engineering. 

The  quantitative  and  spatial  skills  associated  with  high  achievement  in 
mathematics  are  also  associated  with  high  achievement  in  science,  though  the 
importance  of  spatial  ability  for  science  achievement  is  similarly  uncertain. 
There  is  some  evidence  that  spatial  ability  may  be  more  impoitant  for  some  areas 
of  science,  particularly  physical  sciences  and  engineering,  than  it  is  for  others, 
namely  the  life  sciences  (Kelly,  1975)  Again,  because  differential  experience 
with  spatial  activities  is  confounded  with  spatial  ability,  most  science  educators 
believe  that  the  spatial  ability  deficit,  if  it  exists,  is  modifiable  through  educa- 
tional experiences. 

The  socialization  factors  discussed  above  are  involved  in  science  as  well. 
Some  factors,  such  as  modeling,  may  be  magnified  with  respect  to  science 
because  there  are  fewer  women  to  serve  as  role  models,  especially  in  engineering 
and  physics.  It  has  even  been  suggested  that  the  most  effective  strategy  for 
addressing  the  low  participation  of  women  in  science  is  to  reclaim  the  women 
who  have  science  training  and  are  not  currently  active  as  scientists.  This  would 
enlarge  the  proportion  of  active  women  scientists  and  alleviate  the  lack  of  role 
models  and  the  sense  of  isolation  that  many  female  scientists  feel  (Lantz,  1979). 
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The  sex-typing  of  science  as  masculine  has  been  found  as  early  as  first  and 
second  grade,  but  recent  research  indicates  that  this  stereotyping  may  be  limited 
now  to  the  physical  sciences  (VockeU  &  Lobonc,  1981).  Similarly,  analyzing  the 
National  Assessment  of  Educational  Progress  survey  information  on  students' 
science  experiences,  investigators  found  that  females  were  somewhat  more  )*''"lv 
than  males  to  report  experience  with  living  plants  and  animals,  but  substan  ' 
less  likely  to  r^^po^t  experience  with  magnets  and  electricity  (Kahle  &  Lakes, 
1983).  These  experiential  differences  increase  with  age,  as  do  achievement  dif- 
ferences in  science. 

Additional  research  that  goes  beyond  the  factors  identified  for  mathematics 
has  been  <ione  in  science  education.  It  has  focused  primarily  on  career  develop- 
ment issues  and  has  been  hampered  in  two  important  ways.  First,  theories  and 
literature  in  career  development,  especially  in  the  sciences,  are  models  that  have 
been  developed  on  male  samples.  A  good  example  of  this  is  a  longitudinal  study, 
using  the  Project  TALENT"  data  bank,  in  which  the  prediction  equation  for 
factors  in  high  school  that  predicted  subsequent  scientific  careers  had  to  be  based 
on  the  male  sample  because  too  few  women  in  the  sample  of  23,700  1960  high 
school  students  became  scientists  by  1975  (Gilmartin,  McLaughlin,  Wise,  & 
Rossi,  1976).  Second,  and  closely  related  to  the  first  point,  retrospective  studies 
of  women  who  have  succeeded  in  scientific  careers  have  found  that  they  are 
extremely  capable  individuals  who  probably  could  have  succeeded  in  almost  any 
field,  so  that  their  lives  do  not  yield  particular  insights  into  women  in  science  per 
se  (for  example,  Kundsin,  1974).  More  extensive  treatment  of  women's  career 
development  is  given  in  chapter  18,  Sex  Equity  in  Career  and  Vocational 
Education. 

INTERVENTION  PROGRAMS  DESIGNED  TO 
INCREASE  GIRLS*  AND  WOMEN^S  r  ARTICIPATION 
AND  ACHIEVEMENT  IN  MATHEMATICS,  SCIENCE, 
AND  ENGINEERING 

Two  years  ago,  the  American  Association  for  the  Advancement  of  Science 
(AAAS)  prepared  an  inventory  of  programs  for  women  and  girls  in  mathematics, 
science,  and  engineering  (Aldrich  &  Hall,  1980).  It  covered  projects  started  ii. 
the  United  States  since  1966  and  ended  data  collection  in  1978.  While  such  an 
inventory  can  never  be  complete,  it  included  315  projects.  Observing  that  only 
half  of  the  directors  of  NSF-funded  career  days  for  college  women  had  com- 
pleted the  requested  summaries,  one  of  the  authors  has  estimated  that  there  may 
easily  have  been  twice  as  many  programs  in  all  of  the  categories  (Aldrich,  1982). 
Realizing  that  it  is  impossible  to  do  justice  to  as  many  as  600  programs,  in  this 
section  we  will  first  summarize  the  characteristics  of  programs  in  the  directory, 
then  turn  to  descriptions  of  model  programs. 

Of  the  3 1 5  projects  in  the  AAAS  directory,  more  than  a  third  covered  six  or 
more  fields  of  science,  nearly  all  of  which  included  mathematics.  Of  those 
projects  that  covered  five  or  fewer  fields,  engineering  (the  focus  of  halO  was  the 
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most  popular.  Approximately  one-fifth  of  the  program  concentrate "  exclusively 
on  mathematics.  The  projects  were  distributed  throughout  the  educational  system 
in  almost  a  normal  curve  with  respect  to  age — that  is,  a  few  at  the  elementary 
level,  more  in  junior  high  and  high  schools,  and  the  largest  number  at  the 
undergraduate  level,  with  a  tapering  off  at  the  graduate  and  faculty  development 
levels.  The  projects  were  also  distiibuted  widely  around  the  country,  and  nearly 
all  of  them  (84%)  were  university-based.  There  was  variability  in  the  participa- 
tion of  boys  and  men,  and  no  project  director  reported  the  exclusion  of  men.  The 
rate  of  involvement  of  minority  and  disabled  women  was  requested  from  the 
project  directors,  but  many  did  not  have  accurate  data  on  their  presence. 

Model  programs  were  selected  by  virtue  of  the  availability  of  program 
descriptions  and  evaluation  data,  as  well  as  judgments  about  the  likelihood  of 
replication  and  impact  elsewhere.  The  presentation  of  the  model  programs  will 
be  organized  by  educational  strategy  (curriculum,  conferences,  and  so  forth) 
rather  than  by  the  problem  that  they  set  out  to  solve,  because  most  of  the 
programs  had  a  number  of  complementary  goals. 

Due  to  space  limitations,  several  important  areas  of  concern  have  not  been 
covered  in  depth  in  the  program  descriptions.  Programs  for  minority  women  can 
be  investigated  through  the  Minority  Women  in  Science  Network  (Paula  Quick 
Hall,  Office  for  Opportunities  in  Science,  AAAS,  1776  Massachusetts  Avenue, 
Washington,  DC  20036),  and  the  Minorities  and  Mathematics  Network  (Westina 
Matthews,  c/o  Chicago  Associates  for  Social  Research,  410  South  Michigan 
Avenue,  Suite  525,  Chicago,  IL  69605).  Activities  sponsored  or  facilitated  by 
campus  women's  centers  provide  support  to  students  and  faculty  (for  example, 
Humphreys,  1981).  Outside  the  United  States  there  are  programs  such  as  a  major 
national  study  in  Canada  (see  Ferguson,  1982)  and  an  "action  research  proj^,ct" 
in  England  (Small,  Whyte,  &  Kelly,  1982).  The  emerging  area  of  women  and 
technology  has  also  been  neglected  in  this  chapter  (Zimmerman,  1981),  although 
intervention  strategies  have  been  developed  for  equal  access  to  computer  tech- 
nology (Kreinberg  &  Stage,  1983). 

Special  Classes  for  Women 

Colleges  for  women  such  as  Smith  and  Wcllesley  were  founded  in  order  to 
offer  women  an  education  comparable  to  that  offered  to  men  in  institutions  that 
did  not  admit  women.  Now,  of  course,  women  are  admitted  to  all  of  the  pres- 
tigious colleges  and  universities  in  the  United  States.  Comparison  of  the  female 
graduates  of  coeducational  colleges  and  universities  with  graduates  of  women's 
colleges  has  shown  that  graduates  of  women's  colleges  arc  more  likely  to  obtain 
Ph.D.'s,  not  only  in  the  humanities,  but  in  the  physical,  life,  and  social  sciences 
(Tidball  &  Kistiakowsky,  1976).  High  selectivity  and  student  interest  in  attend- 
ing a  women's  college  make  it  impossible  to  attribute  the  finding  to  the  experi- 
ence of  attending  a  women's  college  per  sc,  but  there  is  some  sentiment  that 
achievement  for  women  is  easier  in  an  all-female  environment.  With  respect  to  a 


ERLC 


WOMEN  IN  MATHEMATICS,  SCIENCE  AND  ENGINEERING  249 


traditionally  male-dominated  field  like  science,  the  sense  of  being  out  of  place  is 
dieviated  by  the  presence  of  other  women. 

With  the  advent  of  Title  IX,  it  became  more  difficult  to  conduct  sex- 
segregated  classes  in  public  institutions.  In  private  institutions  that  receive  public 
funding,  the  picture  is  less  clear.  Several  projects  have  experimented  with  all- 
female  environments,  indicating  that  there  may  be  some  advantage  to  female 
students  from  spending  some  of  their  instructional  time  in  single-sex  settings.  All 
of  the  projects  described  below,  however,  used  several  strategies  in  conjunction 
with  the  exclusion  of  males,  so  that  they  canr'Vt  be  said  to  test  a  single-sex  setting 
per  se. 

Math  for  Girls,  In  1973,  the  Lawrence  Hall  of  Science  (University  of 
California,  Berkeley),  which  offers  after-school  classes  in  mathematics,  comput- 
er science,  and  the  sciences,  found  that  fewer  than  25%  of  the  participants  were 
girls.  To  attract  girls  to  the  Hall  and  to  inform  them  and  their  parents  that 
mathematics  is  an  appropriate  topic  for  girls  to  study,  a  *'Math  for  Girls"  course 
was  established.  The  course,  which  aims  to  increase  positive  attitudes  toward 
mathematics  and  to  increase  problem-solving  skills,  has  four  problem-solving 
strands:  (1)  logic,  strategies,  and  patterns;  (2)  breaking  set;  (3)  creative  thinking, 
estimating,  and  observing;  and  (4)  spatial  visualization.  The  eight  lJ-2-hour 
sessions  are  taught  by  a  young  woman  who  uses  mathematics  in  her  studies 
(often  a  University  of  California  science  major)  or  in  her  career,  who  establishes 
a  cooperative,  recreational  atmosphere. 

The  course  is  supported  by  tuition  and  has  not  had  the  resources  to  conduct 
a  formal  evaluation.  The  original  goal,  to  inc.ease  young  women's  participation 
in  Hall  course  offerings,  has  been  met  in  part,  as  female  enrollment  in  other 
courses  has  increased  from  25%  to  40%.  The  role  of  the  Math  for  Girls  course  in 
influencing  this  progress  cannot  be  disentangled  from  several  other  Lawrence 
Hall  of  Science  outreach  efforts,  however.  The  course  does  remain  popular, 
though,  and  a  handbook  that  gives  a  detailed  curriculum  guide  for  the  course  has 
sold  2,5(X)  copies  (Downie,  Slesnick,  &  Stenmark,  1981). 

An  Acceleration  Program  for  Mathematically  Gifted  Girls,  The  Johns 
Hopkins  University  Study  of  Mathematically  Precocious  Youth  (SMPY)  was 
established  in  1971  to  identify  mathematically  precocious  youth  and  to  encour- 
age their  talent  by  tailoring  educational  e  xperiences  to  their  needs  After  identify- 
ing mathematically  talented  students  by  superior  performance  on  the  Scholastic 
Aptitude  Test,  SMPY  conducted  a  fast-paced  mathematics  class  for  students  as 
young  as  10  years  old  th.it  taught  them  high  school  mathematics.  The  program 
was  far  more  successful  in  identifying  and  accelerating  the  progress  of  boys  than 
of  girls  (Fox,  1976),  so  that  an  experimental  program  was  started  just  for  girls. 

The  program  anr!  its  evaluation  are  described  in  Fox  (1976)  and  Brody  and 
Fox  (1980).  Designed  to  counter  the  formal,  competitive,  and  theoretical  condi- 
tions that  observation  and  interviews  indicated  were  factors  diminishing  the  girls' 
success  in  the  coeducational  class,  the  girls'  class  was  taught  in  an  informal, 
cooperative  style  by  three  women.  The  relevance  of  mathematics  to  social  prob- 
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lems  was  stressed  through  rewritten  mathematics  problems  and  speakers  who 
described  interesting  fields,  such  as  operations  research,  in  which  mathematics  is 
used  to  solve  social  problems.  Female  role  models  also  discussed  their  combina- 
tion of  interesting  mathematics-related  'careers  with  raising  families. 

The  all-girls'  class  was  more  successful  in  attracting  girls  to  the  accelerated 
class  than  the  coeducational  class  had  been,  and  the  completion  rate  was  similar 
to  the  females'  rate  in  the  coeducational  classes.  Eighteen  of  the  27  girls  com- 
pleted the  experimental  class,  meaning  that  they  had  learned  Algebra  i  over  a  3- 
month  summer  period,  meeting  about  4  hours  a  week.  Their  performance  on  a 
ninth  grade-normed  Algebra  I  test  was  at  the  89th  percentile,  significantly  higher 
than  that  of  control  boys  and  giris  who  had  been  matched  from  the  SMPY  sample 
for  SAT  scores. 

Attempts  to  place  these  giris  in  Algebra  II  when  they  were  eighth  graders 
met  administrative  barriers,  so  that  only  1 1  giris  were  able  to  accelerate.  Follow- 
up  studies  were  conducted  annually,  and  they  revealed  that  the  control  boys  had 
accelerated  in  mathematics  on  their  own,  while  few  of  the  control  giris  had  done 
so.  By  the  end  of  the  1976-77  school  year,  42%  of  the  experimental  giris,  46% 
of  the  control  boys,  and  8%  of  the  control  giris  had  accelerated. 

An  Experiment  at  the  College  Level,  A  special  section  of  a  mathematics 
course  for  women  has  also  been  tried  successfully  at  the  college  level.  In  1974- 
75,  the  University  of  Missouri-Kansas  City  conducted  an  NSF-funded  project 
that  offered  a  special  section  of  the  introductory  mathematics  sequence  (Mac- 
Donald,  1980).  This  section  enrolled  33  students  in  the  first  semester  and  22  in 
the  second  semester,  compared  with  55-60  students  in  the  regular  sections. 
Taught  by  a  female  professor  and  a  female  advanced  graduate  student,  the  class 
was  preceded  by  a  one-hour  optional  tutoring  session  in  which  students  worked 
in  small  groups  in  a  social,  informal  atmosphere.  Other  supplemental  activities 
included  discussions  of  the  socialization  of  women,  services  available  to  students 
on  campus,  social  and  cultural  issues,  and  personal  experiences.  Students  were 
given  take-home  review  tests  and  had  the  chance  to  take  each  test  a  second  time, 
counting  the  second  score  if  better,  or  the  average  if  not.  A  comparison  of 
participants  in  the  special  course  with  women  in  the  regular  sections  showed  that 
they  had  higher  grades  and  a  better  completion  rate.  While  the  retaking  of  tests 
may  have  contributed  to  higher  grades,  the  women  in  the  special  section  had 
been  selected  because  of  weaker  backgrounds.  Women  in  the  special  section  also 
reported  greater  satisfaction  with  the  course  than  those  in  the  regular  sections, 
and  they  reported  that  they  had  spent  more  time  studying  mathematics.  It  is  not 
possible  to  determine  which  of  the  many  differences  contributed  to  success,  but 
56%  of  the  participants  went  on  to  enroll  in  another  mathematics  course,  com- 
pared with  17%  of  the  women  in  other  sections. 

Retention  of  Women  in  the  Science  Disciplines,  A  program  at  Purdue 
University  combined  intensive  counseling,  a  course  that  offered  students  the 
opportunity  to  meet  women  scientists,  and  special  laboratory  projects  for  fresh- 
man students  in  an  effort  to  increase  the  retention  of  women  in  undergraduate 
science  majors;  it  was  found  that  the  effects  of  these  interventions  were 

258 


WOMEN  IN  MAT    MATICS,  SCIENLw  AND  ENGINEEMWG  251 


cumulative  (Brown,  1976).  In  the  special  projects,  students  were  assigned  to 
small  laboratory  groups  to  work  on  projects  directly  with  professors,  an  experi- 
ence not  usually  given  to  freshmen.  Although  no  female  reported  experiencing 
discrimination  in  the  laboratory  situation,  it  was  found  that  the  greatest  percent- 
age of  female  students  who  completed  the  project  and  reported  the  greatest 
personal  satisfaction  were  participants  in  either  all-female  groups  or  groups  in 
which  females  were  at  least  half  of  the  group  membership.  The  sex  composition 
of  the  group  did  not  have  a  similar  effect  on  the  male  students.  The  author 
pointed  out  that  the  small  numbers  involved  (120  women  in  the  entire  project) 
and  the  voluntary  character  of  the  sample  (after  random  selection,  participation 
was  not  required)  limit  it  the  reliability  and  the  generalizability  of  the  findings. 

Women  in  Engineering,  Another  program  at  Purdue,  in  its  engineering 
department,  was  designed  to  meet  the  special  needs  of  freshman  engineering 
women,  particularly  to  address  their  lack  of  "hands-on,"  technical  experience 
compared  with  males'  childhood  experience  gained  through  hobbies  and  educa- 
tional experiences.  The  course  combined  laboratory  experiences  (with  hand 
tools,  power  tools,  engines,  plumbing,  and  metals)  and  lectures  from  a  variety  of 
male  and  female  role  models.  Students  were  randomly  selected  from  those  who 
had  expressed  interest,  yielding  one  section  that  was  predominantly  female 
(85%)  and  one  section  ihat  was  balanced.  Pre-  and  post-test  comparisons  showed 
that  male  and  female  participants  in  the  special  course  gained  in  technical  knowl- 
edge and  self-confidence  when  compared  with  the  control  groups.  The  progress 
of  the  women  in  the  two  sections  was  similar,  so  that  the  gt'p  between  the 
experimental  women  and  men  was  substantial)^  narrowed  during  the  one- 
semester  course  (Heckert  et  al.,  1978). 

Reentry  Programs  for  Women  in  Science.  Surveys  have  shown  that  as 
many  as  40%  of  all  female  scientists  drop  out  of  the  labor  force  at  some  time 
(Burks  &  Connolly,  1977).  To  reclaim  this  underutilized  segment  of  the  labor 
force,  reentry  programs  have  been  developed  to  bring  these  women  back  into  the 
sciences,  updating  their  competency  so  that  they  can  be  full  participants.  A 
successful  group  of  reentry  programs  was  funded  by  the  Women  in  Science 
Program  of  the  National  Science  Foundation  (N3F),  all  of  whi^h  emphasized  a 
strong  academic  component,  although  they  included  confidence  building,  study 
skills,  and  other  nonacademic  components.  The  NSF-supported  programs  con- 
centrated on  updating  a  woman's  knowledge  in  an  area  in  which  she  alreactV  had 
a  bachelor's  degree,  mcilitat'ng  a  change  Df  major  (for  example,  from  mathemat- 
ics to  electrical  engineering),  or  both.  The  goal  of  accomplishing  this  transforma- 
tion in  approxin»ately  one  academic  or  calendar  year  has  encouraged  creative 
approaches  to  curricula.  In  addition,  most  programs  have  included  skills  for 
success,  counsehng,  and  assistance  with  child  care.  Linking  the  academic  pro- 
gram with  industry  helpc  students  gain  internship  experiences  and  assists  with 
placement  upon  graduation. 

One  of  the  most  successful  of  these  NSF-sponsored  programs  is  that  di- 
rected by  Carol  M.  Shaw  at  the  University  of  Dayton;  it  provides  a  mechanism 
for  career  change  from  science  to  chemical  ap'^  electrical  engineering.  The 
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program  offers  traditional  lecture  courses  (15  weeks),  sequential  short  courses  (7 
weeks),  and  self-paced  instruction  over  an  lli-month  period.  With  an  initial 
group  of  71  students,  60%  of  whom  were  unemployed  or  underemployed,  63 
students  completed  the  program,  61  of  whom  are  employed  and  one  of  whom  is 
in  graduate  school.  The  students  received  an  average  of  three  job  offers  each 
(Shaw  &  Bulkin,  1981). 

Special  Classes  to  Address  Problems  Fac^d  by  Women 

A  thin  line  separates  the  courses  described  above,  which  were  explicitly 
designed  to  attract  women  and  in  some  cases  are  restricted  to  female  enrollment, 
and  the  courses  that  will  be  described  in  this  section,  which  were  designed  to 
address  the  issues  in  mathematics  and  science  instruction  that  have  been  identi- 
fied as  particularly  important  for  women.  As  indicated  previously.  Title  IX 
restricts  schools  from  providing  educational  opportunities  on  the  basis  of  sex,  so 
that  caution  must  be  exercised  in  creating  courses  that  would  segregate  students 
by  sex.  In  addition,  it  can  be  argued  that  special  courses  for  giris  and  women 
reinforce  the  idea  that  females  have  deficiencies  that  r.ccj  to  be  rciedied,  and 
therefore  contribute  to  the  problem  they  are  trying  to  solve. 

The  "Math  Anxiety'' /  "Math  without  Fear"  Continuum.  In  the 
mid-1970s,  a  number  of  people  in  institutions  of  higher  education  became  aware 
that  existing  mathematics  curricula  did  not  meet  the  needs  of  students  who  were 
unprepared  to  take  calculus.  When  women  undergraduates  in  particular  sought 
fields  of  study  and  work  that  required  quantitative  skills,  they  found  that  there 
were  no  appropriate  courses  to  address  their  lack  of  confidence  and/or  compe- 
tence in  mathematics.  There  were  a  number  of  factors  in  these  students'  elemen- 
tary and  secondary  education  that  were  identified  as  probable  causes  of  this 
situation,  clustering  around  the  idea  that  mathematics  is  often  taught  in  such  a 
way  that  it  creates  strong  negative  feelings  that  are  increasingly  hard  to  over- 
come. Two  major  approaches  have  been  used  in  higher  education  settings  to 
assist  students  who  lack  confidence  in  their  mathematical  ability  and  skills- 
attempts  to  decrease  math  anxiety  and  attempts  to  teach  mathematics  in  an 
environment  that  will  increase  confidence.  While  these  approaches  are  usually 
combined  in  most  interventions,  they  will  first  be  described  separately  for  pur- 
poses of  discussion. 

The  "math  anxiety"  approach  vv'as  popularized  by  Sheila  Tobias  (1978), 
who  coined  the  phrase  that  captured  the  frustration  and  difficulty  faced  by  many 
students  when  confronted  with  failure  in  mathematics.  Working  with  profes- 
sional psychologists  and  mathematicians,  she  set  up  the  Math  Anxiety  Clinic  at 
Wesleyan  University,  where  she  was  associate  provost;  the  clinic  provided  coun- 
seling for  students  to  assist  them  in  overcomii.3  negative  feelings  about  them- 
selves as  learners  of  mathematics.  The  success  of  the  clinic  in  enabling  students 
to  conquer  their  matn  anxiety  so  that  th'^v  could  take  courses  and  graduate  school 
entrance  examinations  that  had  been  precluded  before  led  to  considerable  replica- 
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tion  of  this  approach.  Tobias  has  catalogued  the  programs  and  resources  re- 
garding math  anxiety;  the  listing  is  available  from  the  Institute  for  the  Study 
of  Anxiety  in  Learning  that  she  established  in  Washington,  D.C.  (Tobias, 
1980). 

Investigations  of  the  math  aijxiety  construct  have  found  that  anxiety  can  be 
broken  down  into  two  components- -math  test  anxiety  and  numerical  anxiety 
(Hendel,  1981).  This  finding  points  out  one  of  the  subtleties  in  research  and 
program  development  in  this  area — that  the  observed  anxiety  comes  from  more 
than  one  source.  While  some  of  the  anxiety  is  associated  with  the  subject  matter 
per  se,  another  source  of  anxiety  may  be  the  typical  environment  of  mathematics 
courses,  which  includes  more  frequent  af  ,isment  than  other  courses  and  a  more 
prevalent  message  that  there  is  just  one  right  answer  (Brush,  1980). 

An  alternative  approach  to  conquering  math  anxiety,  then,  has  been  to 
change  the  classroom  environment  in  wLich  mathematics  is  taught  so  as  to 
reduce  the  feelings  of  anxiety  that  some  students  have  reported  feeling  in  tradi- 
tional classes.  One  example  of  this  approach  is  the  "Math  without  Fear"  course 
established  by  Diane  Resek  at  San  Francisco  State  University  in  1975  (Resek  & 
Rupley,  1980).  Resek's  premise  is  that  a  great  deal  of  the  discomfort  that  many 
students  experience  in  mathematics  courses  comes  from  the  strategy  they  have 
used  to  learn  mathematics.  Having  tried  to  memorize  a  set  of  rules  or  procedures 
for  solving  problems  rather  than  understanding  mathematical  concepts,  they  have 
no  fallback  strategy  when  their  memories  fail  them.  The  course  tries  to  convert 
these  "rule-oriented"  students  to  a  conceptual  approach  to  mathematics  that  will 
enable  them  to  solve  problems  for  which  they  have  no  set  algorithm  to  follow 
(Davis  &  Stage,  1980).  Techniques  used  to  improve  students'  problem  solving 
include  guessing,  using  physical  materials  to  build  abstract  concepts,  using  visu- 
al representations  to  solve  problems,  small  group  and  recreational  activities,  and 
explicit  recognition  of  difficulties.  The  "Math  without  Fear"  course  has  been 
successful  in  moving  70  to  80%  of  its  students  to  a  conceptual  approach  in  one 
semester  (Resek  &  Rupley,  1980).  A  Center  for  Mathematics  Literacy  has  been 
established  at  San  Francisco  State  that  has  added  "Statistics  without  Fear"  and 
"Computers  without  Fear"  courses  in  order  to  increase  access  to  these  quan- 
titative fields  for  the  students,  primarily  women  and  minorities,  who  arrive  at  the 
university  without  adequate  preparation  for  the  standard  entry-level  courses. 

A  sister  course  to  the  one  at  San  Francisco  State  was  started  by  Ruth 
Afflack  at  California  State  University,  Long  Beach.  It  was  more  formally  c  Ju- 
ated  by  external  evaluators  (Davis  &  Stage,  1980),  who  found  that  students' 
attitudes  toward  mathematics  and  problem  solving  were  improved,  that  their 
mathematics  skills  improved,  and  that  their  performance  in  subsequent  mathe- 
matics courses  exceeded  their  performance  in  courses  they  had  attempted  prior  to 
taking  "Math  without  Fear." 

Combined  Approach,  As  indicated  above,  most  programs  for  adults  with 
low  mathematics  confidence  combine  anxiety  reduction  with  mathematics  in- 
struction. Some  have  criticized  the  "math  anxiety"  approach  as  an  example  of 
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"blaming  the  victim/*  since  it  identifies  the  problem  as  pathology  within  the 
student  rather  than  the  educational  and  social  systems  that  influenced  her.  Not  all 
math  anxiety  programs  tt^ch  mathematics,  but  many  do  (Tobias  &  Weissbrod, 
1980).  Conversely,  not  all  programs  for  building  math  confidence  deal  explicitly 
with  the  psychological  barriers  to  success  in  mathematics  (uavis  &  Stage,  1980), 
but  most  of  them  do.  Theie  are,  however,  courses  that  have  explicitly  adopted 
components  of  hot!;  models,  one  of  which  is  offered  at  Humboldt  State 
University. 

'Hie  "Building  Math  Confidence  in  Women"  course  at  Humboldt  (which  is 
open  to  men  as  well)  is  a  two-quarter  sequence  described  by  Gale,  Frances,  Friel, 
and  Gruber  (1978).  The  first  quarter  prepares  the  student  psychologically  for  a 
regular  college  mathematics  course  and  provides  intensive  tutoring  in  basic  math 
skills.  The  second  quarter  provides  psychological  and  mathematics  tutoring  sup- 
port while  the  student  is  enrolled  in  a  regular  college  mathematics  course  at  the 
level  of  algetra  or  higher.  The  psychology  instruction  includes  relaxation  train- 
ing, anxiety  control,  acquiring  a  positive  self-image,  and  acquiring  assertiveness 
in  the  mathematics  classroom.  The  mathematics  instruction  emphri^izes  logical 
thinking.  Evaluation  showed  significant  gains  in  arithmetic  skills,  improvement 
on  the  Math  Anxiety  Rating  Scale,  and  acceptable  performance  in  regular  mathe- 
matics courses. 

Curricula  Designed  to  Address  Special  Needs  of  Women 

A  thin  line  also  separates  the  special  courses  described  above  from  the 
curriculum  development  efforts  that  Iiave  tried  to  increase  females'  achievement 
and  interest  in  mathematics  and  science.  As  with  the  courses,  some  curricula 
have  focused  on  a  particular  issue  such  as  the  usefulness  of  mathematics  for 
future  careers,  while  others  have  taken  a  more  global  approach  and  have  tried  to 
influence  many  areas.  In  this  section,  one  general  program  and  two  specifically 
targeted  approaches  will  be  described. 

Solving  Problems  of  Access  to  Careers  in  Engineering  and  Science 
(SPACES).  The  SPACES  project  at  the  Lawrence  Hall  of  Science  took  a  broad 
mandate,  to  develop  a  set  of  30  enrichment  activities  for  grades  3  to  10  that 
would  provide  career  awareness  and  certain  mathematical  skills  that  arc  impor- 
tant for  problem  solving.  The  career  awareness  activities  emphasize  the  variety 
of  employment  options  available  to  people  with  a  good  mathematics  background, 
including  nontraditional  are.  s  for  women  such  as  construction  and  the  trades  in 
addition  to  the  sciences  and  engineering.  The  mathematical  skills  that  are  empha- 
sized are  problem  solving,  particularly  the  gathering  and  organizing  of  data,  and 
spatial  visualization. 

Trial  versions  of  the  activities  were  used  in  100  classrooms  in  1980-81  and 
were  evaluated  by  pre-  and  post-testing  students  on  six  major  objectives.  Signifi- 
cant improvement  was  found,  above  the  improvement  observed  in  the  com- 
parison group,  in  five  of  the  six  areas  tested.  While  attitudes  toward  mathematics 
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did  not  change,  the  SPACES  students  improved  in  career  awareness  (career 
interest,  career  knowledge,  and  identification  of  tools)  and  in  mathematical  skills 
(word  problem  solving  and  spatial  visualization).  The  program  was  developed  to 
assist  girls  in  areas  in  which  they  have  traditionally  not  been  strong,  but  it  was 
effective  for  boys  and  girls  who  used  the  materials,  which  arc  available  from  the 
Lawrence  Hall  of  Science  (Eraser,  1982). 

Career-Oriented  Modules  for  Exploring  Topics  in  Science  (COM- 
ETS). The  COMETS  project  at  the  University  of  Kansas  is  a  pajrallel  in  science 
to  SPACES  in  math,  but  it  has  focused  on  the  particular  s.  .egy  of  using  role 
models  to  encourage  science  career  interest.  Each  of  the  24  modules  described 
science  activities  that  role  models,  called  community  resource  people,  can  use  to 
arouse  interest  in  a  science  concept  that  is  being  studied  by  the  students  and  is 
used  in  the  person's  career  Following  an  introductory  activity,  such  as  conduct- 
ing a  perc  test  with  a  geologist,  the  geologist  can  go  on  to  jscribe  his/her  own 
testing  of  soils  for  various  characteristics.  The  resource  person  is  then  asked  to 
talk  about  the  career  and  how  she  or  he  prepared  for  it  and  how  it  relates  to  other 
parts  of  her  or  his  life,  such  as  family  roles.  The  materials  are  produced  so  that 
the  introductory  activities  can  be  conducted  by  the  classroom  teacher  in  prepara- 
tion for  the  resource  person's  visit;  they  provide  teachers  with  additional  infor- 
mation about  women's  contribution,  to  science,  including  biographical  -nd  lan- 
guage arts  materials.  Materials,  revised  on  the  basis  of  field  testing  and 
evaluation,  are  available  at  cost  for  national  trial  from  the  developer,  Walter  S. 
Smith,  University  of  Kansas  (Smith,  MoHtor,  Nelson,  &  Matthew,  1982). 

Multiplying  Options  and  Subtracting  Bias.  The  set  of  videotapes  Multi- 
plying Options  and  Subtracting  Bias  focuses  on  the  decision  to  take  elective 
mathematics  courses  by  addressing  issues  and  concerns  of  four  specific  groups: 
junior  and  senior  high  students,  mathematics  and  science  teachers,  parents,  and 
counselors.  The  program  aims  to  increase  knowledge  about  sex-related  dif- 
ferences in  mathematics  and  to  improve  attitudes  toward  females  as  learners  of 
mathematics  held  by  females,  their  male  peers,  and  the  adults  who  influence 
them.  The  tapes  provide  specific  information  about  the  amount  of  mathematics 
required  for  various  careers  and  discuss  stereotyping  and  differential  treatment  of 
males  and  females  with  regard  to  mathematics  and  counseling.  A  facilitator's 
guide  accompanies  the  tapes  to  provide  an  outline  for  each  workshop,  including 
information  and  points  for  discussion  to  be  held  in  conjunction  with  viewing  the 
tapes.  It  is  recommended  by  tlie  authors  (Fcnncma,  Becker,  Wolleat,  &  Pedro, 
1980)  that  the  tapes  be  used  in  a  full  intervention— that  is,  with  each  of  the  target 
groups  in  a  school  or  school  system,  since  the  attitudes  of  young  women  arc 
influenced  by  these  other  groups  and,  in  some  cases,  are  less  in  need  of  interven- 
tion than  those  of  significant  others. 

An  evaluation  of  the  videotapes  alone  (that  is,  vithout  the  workshops)  in 
nine  high  schools  in  Minnesota  and  Wisconsin  (Fcnncma,  Wolleat,  Pedro,  & 
Becker,  1981),  using  a  pre-  and  post-test,  comrol  group  design,  found  that  the 
tapes  were  more  successful  with  students  than  with  the  adults.  Although  males' 
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increase  in  plans  to  take  mathematics  in  high  school  was  not  as  great  as  females' 
increase,  males  and  femaLs  in  the  experimental  group  made  similar  gains  in 
plans  to  take  mathematics  after  high  school  and  in  their  knowledge  of  sex-related 
differences  in  mathematics.  Few  changes  were  observed  in  teachers  and 
counselors. 

The  videotapes  are  distributed  by  the  National  Council  of  Teachers  of 
Mathematics,  1906  Association  Dr.,  Reston,  VA  22091,  but  they  also  can  be 
rented  from  "Women  and  Mathematics  Education,"  c/o  Judith  Jacobs,  George 
Mason  University,  4400  University  Drive,  Fairfax,  VA  22030. 

Teacher  Education  Programs 

As  indicated  above,  the  attitudes  and  knowledge  of  teachers  are  important 
influences  on  students'  attitudes  and  achievement,  and  several  programs  have 
been  developed  to  address  the  particular  issues  of  concern  in  mathematics.  With 
regard  to  elementary  teachers,  the  obseivation  has  been  made  that  their  own 
avoidance  of  mathematics  may  be  perpetuated  in  their  subsequent  teaching,  so 
that  elementary  programs  have  tried  to  improve  the  attitudes  and  skills  of  the 
teachers  themselves  to  begin  to  break  the  cycle.  Two  such  programs,  one  con- 
centrating on  attitudes  and  one  empasizing  spatial  visualization,  will  be  de- 
scribed below.  Then,  an  inservice  program  that  works  to  change  the  school  and 
classroom  climate  will  be  detailed. 

Teacher  Education  and  Mathematics  (TEAM).  The  TEAM  program  was 
designed  to  help  prospective  teachers  at  Queens  College  develop  positive  at- 
titudes toward  and  deal  effectively  with  mathematics  (Chapline,  Newman,  Den- 
ker,  &  Title,  1980).  Four  mathematics  content  modules  and  four  attitudinal 
modules  constitute  a  course  to  be  taken  prior  to  the  math  methods  course,  or  can 
be  used  as  supplementary  materials  in  other  preservice  courses.  Although  based 
on  small  samples,  comparison  of  postcourse  measures  of  attitudes,  math  anxiety, 
and  mathematical  concepts  indicated  that  TEAM  students  benefited  from  the 
program.  In  addition,  they  were  able  to  suggest  ways  to  counteract  sex  role  bias 
in  mathematics  education,  and  more  of  them  volunteered  to  teach  mathematics 
than  did  a  compari:  -^n  group  of  student  teachers. 

Improving  Teachers*  Ability  to  Visualize  Mathematics.  A  course  was 
developed  at  the  University  of  Washington  by  Nancy  Cook  and  Betty  Kcrsh  that 
had  three  goals:  to  improve  elementary  teachers'  spatial  skills,  problem-solving 
skills,  and  attitudes  toward  mathematics.  The  30-hour  course  focused  on  three 
aspects  of  spatial  ability:  visual  imagery,  mental  rotation,  and  mental  transforma- 
tion. The  course  moved  sequentially  from  the  spatial  tasks  to  the  materials  used 
to  the  strategy  of  instruction.  The  tasks  proceeded  from  those  requiring  no 
movement  of  the  image  to  movement  of  the  complete  image  to  movement  of 
different  parts  of  the  image;  from  two  dimensions  to  three  dimensions;  and  from 
concrete  representations  to  pictures.  The  instructional  strategies  moved  from  free 
exploration  to  structured  analysis.  All  work  was  done  in  pairs,  and  students  were 
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encouraged  to  discuss  their  ideas  so  that  they  would  become  aware  of  their  own 
thinking  and  of  individual  differences  in  frames  of  reference.  Significant  im- 
provement was  found  in  three  classes  of  teachers  on  three  spatial  tests,  a  college- 
level  algebra  word  problem-solving  test,  and  five  attitude  scales  (Cook  &  Kersh, 
1980). 

EQUALS,  The  EQUALS  program  is  an  inservice  program  for  teachers, 
administrators,  and  counselors,  grades  K-12,  to  assist  educators  in  using  mate- 
rials and  activities  to  promote  the  participation  and  achievement  of  women  and 
minorities  in  mathematics.  Educators  attend  10-  or  30-hour  insei-vice  workshops 
during  the  school  year.  They  collect  and  analyze  research  findings  on  sex  dif- 
ferences in  mathematics  participation  and  career  aspirations,  explore  math-relat- 
ed fields  of  work  and  study,  participate  in  activities  that  proiaote  improved 
student  attitudes  and  understanding  of  mathematics,  develop  problem-solv'ng 
skills,  and  plan  inservice  presentations  to  disseminste  EQUALS  to  other 
educators. 

The  evaluation  of  the  EQUALS  program  has  examined  its  impact  on 
several  levels.  The  si  directly  affected  participants,  the  educators  who  attend 
the  workshops,  keep  journals  and  report  their  activities  at  the  subsequent  work- 
shops. Nearly  all  of  the  activities  and  teaching  strategies  are  used  by  a  majority 
of  the  teachers,  with  an  average  implementation  level  for  each  activity  of  over 
70%.  A  follow-up  survey  conducted  in  1981  of  all  participants  since  1977  found 
that  the  majority  were  still  using  EQUALS  materials. 

The  effect  of  the  materials  on  students  has  been  investigated  a  pre-  and 
post-test,  control  group  design  using  a  career  awarer^ess  survey  and  a  mathemat- 
ics attitude  scale  for  older  students  and  pictures  of  bears  in  various  occupations 
for  younger  students.  Over  the  years  ot  evaluation  the  results  have  varied,  but 
they  have  indicated  modest  improvement  in  attitudes  toward  mathematics  and 
increased  interest  in  math-related  fields.  An  additional  measure  of  effectiveness 
has  been  student  enrollment  in  elective  mathematics  classes.  While  there  are 
many  factors  influencing  student  enrollment,  including  availability  of  qualified 
teachers  and  changes  in  state  requirements,  there  is  indication  that  increased 
participation  of  giris  has  been  associated  with  EQUALS  activity  by  teachers  in 
some  schools  (Kreinberg,  1981b). 

In  addition  to  the  regular  program,  which  is  held  at  the  Lawrence  Ha!l  of 
Science,  EQUALS  staff  members  have  conducted  workshops  for  school  districts 
throughout  California  and  in  25  other  states.  Staff  development  personnel  from 
14  states  have  attended  training  seminars  at  the  Lawrence  Hall  of  Science  to 
enable  them  to  design  workshops  for  their  states  or  districts.  Workshops  have 
also  ^^een  conducted  for  300  educational  leaders  (administrators,  school  board 
members,  community  leaders)  to  inform  them  of  the  efforts  of  teachers  and  to 
assist  in  their  support  of  the  teachers  in  their  areas.  A  handbook  has  been 
produced  by  the  program  (Kaseberg,  Kreinberg,  &  Downie,  1980)  that  has 
allowed  others  to  conduct  EQUALS  workshops  without  direct  assistance  from 
the  program. 
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Efforts  of  School  Districts 

Many  school  districts  have  surveyed  their  mathematics  enrollments  and 
have  discovered  the  low  participation  of  females  at  the  higher  levels.  A  number 
of  them  have  designed  programs  to  increase  females'  participation,  or  all  stu- 
dents' participation,  in  mathematics  and  science  courses.  In  the  San  Francisco 
Bay  area,  several  spinoffs  from  the  EQUALS  program  have  evolved,  including 
projects  in  Emeryville,  Napa,  Novato,  Santa  Cruz,  and  San  Francisco.  There  are 
also  projects  in  Arizona,  Kansas,  Montana,  North  Dakota,  Oregon,  and  Pennsyl- 
vania. These  programs,  while  adapted  to  local  characteristics,  are  similar  to 
EQUALS  in  their  emphasis  on  awareness  of  the  importance  of  mathematics 
achievement  for  all  students,  problem  solving  and  building  competence  in  math- 
ematics, and  the  relationship  between  mathematics  and  career  opportunities. 

In  Minneapolis,  the  public  schools'  1976  finding  of  only  25  to  35%  female 
enrollment  in  highest-level  mathematics  courses  prompted  a  major  emphasis  on 
increasing  female  enrollment  in  college  preparatory  mathematics  courses.  The 
goals  were  discussed  at  teacher  inservice  workshops,  department  head  mcv..;ngs, 
and  in  communications  with  teachers.  Activities  included  use  of  the  "Multiply- 
ing Options  auu  Subtracting  Bias"  videotapes  (discussed  above),  participation  in 
the  Visiting  Women  in  Science  Pr^jgram  (discussed  below),  bringing  in  speakers 
from  local  corporations,  and  conducting  workshops  on  mathematics  anxiety  for 
teachers.  To  inform  students  about  the  impo  tance  of  mathematics  to  their  future 
educational  and  career  opportunities,  a  series  of  six  career  information  brochures 
called  "Don't  Knock  It,  Unlock  It  with  Math,"  listing  careers  that  demand 
knowledge  of  the  material  in  algebra,  geometry,  trigonometry,  advanced  al- 
gebra, probability  and  statistics,  and  has  increased  in  the  advanced  courses  to 
between  43  and  57%,  a  substantial  improvement  :n  a  short  period  of  time  (Tay- 
lor, 1979).  While  other  factors  may  have  helped  these  enrollment  figures,  they 
are  nevertheless  encoir. aging. 

Extracurricular  Activities  for  Women 

The  preceding  sections  have  described  a  variety  of  programs  that  have 
attempted  to  change  the  educational  experiences  of  giris  and  women  in  educa- 
tional institutions,  either  by  developing  special  classes  or  curricula,  or  by  chang- 
ing the  outlook  or  behavior  of  teachers  and  counselors.  A  complementary  ap- 
proach to  these  interventions  has  been  seen  in  the  development  of  a  variety  of 
extracurricular  or  cocurricular  activities  that  attempt  to  enhance  the  effect  of  the 
regular  school  offerings,  including  visiting  programs,  conferences,  and  support 
networks. 

The  Visiting  Women  Scientists  Program,  The  idea  of  inviting  a  woman 
scientist  or  mathematician  to  speak  to  a  group  of  secondary  students  about  her 
career  has  been  tried  by  a  variety  of  groups.  For  several  years,  the  Women  and 
Mathf:iatics  Program  of  the  Mathematical  Association  of  America  has  arranged 
for  women  mathematicians  to  visit  schools  (Dr.  Carole  B.  Lacampagne,  National 
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Director,  Department  of  Mathematics,  Bergen  Community  College,  Paramus  NJ 
07652).  In  1977,  a  large-scale  demonstration  program  was  contracted  by  NSF  to 
the  Research  Triangle  Institute  to  design  and  implement  a  pilot  Visiting  Women 
Scientists  program,  the  purpose  of  which  was  to  motivate  female  high  school 
students  to  consider  careers  in  science,  including  engineering,  mathematics,  the 
social  sciences  and  the  biological  and  physical  sciences. 

The  program  included  visits  by  40  women  scientists  to  1 10  high  schools 
across  the  United  States.  Approximately  40%  of  a  national  sample  of  high 
schools  accepted  the  offer  to  participate  in  the  pilot  program,  and  they  were 
randomly  assigned  to  experimental  and  control  groups.  The  visi«  -»f  the  woman 
scientist  to  the  participating  high  schools  included  some  combination  of  the 
following:  large  and  small  group  meetings  with  female  students,  sessions  with 
individual  coeducational  classes,  and  meetings  with  school  staff  members.  Sci- 
entists talked  about  their  jobs,  their  educational  and  personal  backgrounds,  and 
ways  of  resolving  problems  associated  with  combining  a  career  in  science  with  a 
full  family  life. 

A  major  goal  of  the  program  was  to  encourage  hi^.i  school  giris  to  seek 
more  information  about  scientific  careers  (Weiss,  Pace,  &  Conaway,  1978). 
Students  in  both  experimental  and  control  schools  were  given  postcards  for 
requesting  further  information,  and  the  return  rate  from  experimental  schools 
was  significantly  greater  than  from  control  schools  (21  versus  6%).  A  survey  of 
scbuol  staff  ^vith  career  guidance  responsibility  found  that  57%  of  the  experimen- 
tal schools  versus  38%  of  the  control  schools  reported  that  more  than  the  usual 
number  of  female  students  had  sought  information  about  scientific  careers. 

A  Manual  on  Program  Operations  is  available  from  ERIC;  a  Women 
Scientists  Roster  is  available  from  the  National  Sc'^nce  Teachers  Association. 

Expanding  Your  Horizons  in  Science  and  Mathematics  Conference  .  Be- 
ginning with  two  conferences  in  the  San  Francisco  Bay  area  in  1976,  there  were 
43  Expanding  Your  Horizons  conferences  sponsored  by  the  Maih/Science  Net- 
work in  1982,  half  of  which  were  outside  California  and  three  of  which  were 
outside  the  United  States.  The  Math/Science  Network  is  a  group  of  over  1 ,000 
scientists,  educators,  and  community  people  who  work  together  to  increase  girls' 
and  women's  participation  in  math-related  and  nontraditional  fields,  and  their 
sponsorship  of  these  conferences  is  one  of  their  most  extensive  efforts.  ne 
purposes  of  the  conferences,  which  are  held  in  the  spring  on  college  campuses, 
are  to  increase  students'  interest  in  science  and  mathematics,  to  fost^i  awareness 
of  career  opportunities  in  math  and  science-related  fields,  and  to  provide  students 
with  an  opportunity  to  meet  and  form  personal  cor.tacts  with  women  working  in 
traditionally  male  fields. 

While  individual  conference  committees  plan  and  conduct  their  own  pro- 
grams, the  Network  provides  guidance  and  technical  assistance  (Koltnow, 
1979),  Features  common  to  the  conferences  are  panel  presentations,  "hands-on" 
workshops,  and  career  workshops  with  women  in  nontraditional,  math-  and 
science-related  fields.  Evaluation  includes  surveys  on  the  day  of  the  con.^^rence 
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and  follow-up  surveys  six  to  nine  months  after  the  conference.  Students  have 
'ncreased  the  number  of  math,  science,  and  computer  classes  they  plan  to  take  in 
high  school  and  have  learned  more  about  these  career  fields.  Six  nronths  after  the 
conference,  they  actually  enrolled  in  as  many  or  more  mathematics  courses  as 
they  had  indicated  that  they  planned  at  the  conclusion  of  the  conference,  and  they 
had  taken  a  number  of  other  actions  to  further  their  knowledge  of  and  experience 
related  to  these  careers.  A  report  on  the  longitudinal  study  and  a  kit  for  evaluat- 
ing interventions  like  this  are  available  from  the  Math/Science  Resource  Center, 
Mills  College,  Oakland,  CA  94613  (Sheila  Humphreys,  Principal  Investigator). 

NSF  Science  Career  Workshops,  One  of  the  major  activities  of  the  NSF 
Women  in  Science  Program  was  the  support  of  one-  or  two-day  Science  Career 
Workshops,  desi'  '^zd  to  provide  factual  information  and  practical  advice  regard- 
ing careers  in  science  to  prospective  female  scientists  and  engineers.  During  the 
six  years  of  the  program,  a  total  of  135  workshops  were  conducted  in  37  states, 
the  District  of  Columbia,  and  Puerto  Rico  by  107  different  institutions,  the 
majority  of  which  were  universities.  From  1976  to  1979,  the  workshops  were 
directed  at  undergraduate  and  graduate  students.  In  1980-81,  at  least  a  third  of 
the  participants  were  expected  to  be  women  with  at  least  a  bachelor's  degree  in 
science  who  were  unemployed  or  underemployed  in  science. 

Evaluations  of  these  programs  took  several  forms.  Summer  interns  in  the 
Women  in  Science  Program  office  analyzed  final  technical  reports  in  1978  and 
1979  and  concluded  that  the  majority  of  the  workshops  v/ere  extremely  effective 
and  valuable  and  that  personal  feelings  of  enthusiasm  and  warmth  from  the 
conferences  translated  into  increased  confidence  and  motivation  of  the  partici- 
pants. As  evaluation  methods  were  not  prescribed  by  NSF,  it  is  not  possible  to 
generalize  about  effects,  but  two  sample  evaluations  are  presented  here  as  exam- 
ples. (More  information  about  the  conferences  and  suggestions  for  conducting 
them  are  contained  in  a  handbook.  Ideas  for  Developing  and  Conducting  a 
Women  in  Science  Career  Workshop,  Kreinberg,  1981a;  it  is  available  without 
charge  from  NSF.) 

Rutgers*  Science  Career  Workshop.  Freshman  and  sophomore  women 
from  colleges  in  New  Jersey  attended  a  one-day  workshop  where  12  scientists 
spoke  about  their  work  and  personal  backgrounds  and  then  led  informal  discus- 
sions for  each  of  the  science  dis.iplines  represented.  The  students  who  attended 
the  workshop  filled  out  a  questionnaire  six  months  later,  in  which  they  reported 
that  the  workshop  stimulated  their  thinking  (90%),  that  they  had  learned  useful 
information  about  job  requirements  and  salaries  (85%),  and  that  it  was  possible 
to  combine  a  science  career  with  a  family  (75%)  (Cohen  &  Elgart,  198)  j.  The 
following  proportions  of  career-related  actions  were  taken  by  the  participants  and 
attributed  to  the  workshop:  enrolled  in  a  science  course  (96%  took  action,  14%  of 
whom  attributed  it  to  the  workshop);  engaged  in  research  (24%,  44%);  joined 
science-related  organization  (2991 ,  30%);  sought  contacts  with  women  scientists 
(29%,  60%);  sought  information  in  books  or  magazines  (71%,  67%);  sent  for 
science  career  pamphlets  (26%,  62%);  and  watched  scientific  television  pro- 
grams (79%,  28%).  The  discrimination  in  their  attributions  to  the  workshop — 
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low  for  actions  they  were  likely  to  pursue,  sjch  as  coursework;  high  for  actions 
they  learned  about  at  the  workshop,  such  as  the  willingness  of  female  scientists 
to  speak  with  them  about  their  careers — gives  confidence  that  the  workshop 
probably  did  bring  about  some  additional  career-related  activity  on  the  part  of  the 
students. 

Women  Moving  Up  Conferences.  A  total  of  five  conferences  were  con- 
ducted by  the  Math/Science  Network  at  the  University  of  California,  Berkeley, 
and  Mills  College  for  women  with  undergraduate  degrees  in  the  sciences  to 
provide  them  with  information  and  resc"rces  for  advancing  their  careers  or  for 
reentering  the  labor  force  after  an  absence.  Keynote  panel  discussions  by  govern- 
ment, industry,  and  academic  leaders  in  science  were  followed  by  workshop 
sessions  on  job  advancement,  education,  company  profiles,  employment  out- 
looks, and  career  development  strategies.  A  Women  Moving  Up  Directory 
(Cremer,  1980)  gave  additional  information  and  career  resource  lists  to  partici- 
pants. Follow-up  surveys,  conducted  six  to  nine  months  after  the  conferences, 
found  that  over  75%  of  the  participants  had  taken  some  action  to  advance  their 
careers,  and  at  least  a  third  had  taken  a  course  in  math,  science,  or  computer 
science.  A  similar  proportion  of  the  participants  had  interviewed  for  a  new  job 
since  the  time  of  the  conference. 

SUMMARY  AND  CONCLUSIONS 

The  programs  reviewed  in  this  chapter  share  several  elements  that  provide 
guidance  for  f!!ture  efforts  to  increase  women's  participation  and  achievement  in 
mathematics,  science*  and  engineering.  Three  general  features  are  present  in 
nearly  all  of  the  successful  programs:  strong  academic  emphases,  multiple  strat- 
egies, and  systems  approaches. 

Strong  Academic  Emphasis 

The  causes  and  mechanisms  of  the  sex-related  differences  in  science  and 
mathematics  achievement  are  not  clearly  understood,  but  program  planners  have 
acknowledged  their  existence  by  designing  curricula  that  address  the  specific 
skills  identified  by  research  as  potential  causes.  Thus,  tools  for  developing 
spatial  ability,  problem  solving  ability,  and  mechanical  sophistication  arc  present 
in  many  programs.  A  commitment  to  extending  competence  by  enrolling  in 
advanced  courses  and  acquiring  marketable  skUls  is  presented  as  an  essential 
goal  for  young  women  in  science.  By  defining  such  specific  and  measurable 
goals,  the  programs  can  evaluate  their  efforts  and  demonstrate  measurable  gains 
to  others.  The  presence  of  evaluation  and  the  link  to  research  strengthens  both 
program  development  and  dissemination. 

Multiple  Strategies 

Most  successful  programs  have  made  use  of  more  than  one  str?;egy  for 
.acreasing  women's  participation  in  science.  They  have  tried  to  influence  the 
environment  in  which  mathematics  and  science  are  taught — to  make  these  fields 
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accessible  to  women  and  to  present  them  as  viable  options  for  women.  Role 
models  of  women  in  math-  and  science-related  fields  are  highly  motivational  for 
students  because  they  also  deliver  information  and  strategies  for  achieving  in 
science  acliviii'^s.  Hands-on  experiences,  particularly  in  all-female  groups,  pro- 
mote confidence  as  well  as  skills  that  can  be  relied  on  in  subsequent  courses. 
Combined  goals  of  confidence  and  competence  enhance  each  other,  as  do  the 
complementary  attitudes  of  enjoying  and  appreciating  the  usefulne^^s  of  quan- 
titative activities.  Given  the  complex  origins  of  the  low  participation  of  women 
in  science,  it  makes  sense  that  multiple  strategies  arc  needed  to  solve  the  prob- 
lem; in  practice,  it  is  not  only  sensible  but  effective  to  use  several  strategies. 

Systems  Approach 

As  indicated  more  prominently  in  the  research  section  of  this  chapter  than 
in  the  program  descriptions,  the  problems  for  women  in  science  are  not  theirs 
alone.  The  expectations  and  sex  stereotyped  practices  of  parents  and  teachers, 
their  lack  of  av/areness  of  the  importance  of  mathematics  and  science  proficiency 
for  all  students,  and  their  lack  of  experience  in  problem  solving  and  spatial  skills, 
which  they  fail  to  develop  in  females,  all  contribute  to  women's  difficulties. 
Some  of  the  programs  described  above,  notably  Multiplying  Options  and  Sub- 
tracting Bias »  have  developed  materials  for  several  target  groups,  and  others  are 
extending  their  efforts  to  include  parents,  administrators,  teachers,  and  students. 

Final  Thought 

These  elements — strong  academic  emphasis,  multiple  strategies,  and  sys- 
tems approaches — represent  the  strengths  of  programs  for  increasing  women's 
participation  and  achievement  in  math,  science,  and  engineering,  but  they  also 
represent  sound  educational  practice.  One  might  argue  that  girls  and  women  are 
more  susceptible  than  are  boys  and  men  to  poor  educational  practices  such  as 
learning  mathematics  as  a  collection  of  rules  or  science  as  a  set  of  formulae.  But 
as  long  as  so  few  women  reach  their  potential  in  the  sciences,  specific  strategies 
that  addiess  the  reasons  for  their  low  participation  and  achievement  must  be 
designer',  implemented,  and  evaluated. 
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Sex  Equity  in  Reading 
and  Communication  Skills 


Kathryn  P.  Scott,  Carol  Anne  Dwyer, 
and  Barbara  Lieb-Brilhart 


The  purpose  of  this  chapter  is  co  explore  m^*  research  on  sex  differences  in 
language-related  areas  and  to  examine  educational  approaches  that  are  effective 
in  promoting  sex  equity.  School  success  in  reading,  language  arts,  and  English 
has  traditionally  been  associated  with  girls  more  than  boys.  The  cultural  ster- 
eotypes maintain  that  verbal  ability  is  the  forte  of  females.  In  contrast,  however, 
as  adults,  women  often  encounter  more  difficulties  than  men  in  achievement  in 
reading,  effectiveness  in  communication,  and  success  in  literary  fields. 

Two  common  myths  are  dispelled  in  this  chapter.  The  first  asserts  that 
females  are  consistently  superior  to  males  in  all  reading  skills.  The  second  claims 
that  K.  liales  outperform  males  in  both  oral  and  written  language  expression. 
After  a  discussion  of  the  research  that  refutes  these  myths,  we  suggest  implica- 
tions for  educational  practice  and  derive  recommendations  for  educators. 

ISSLES 

Research  on  Sex  Differences  in  Reading 
and  Related  Skills 

It  is  commonly  thought,  among  professionals  as  well  as  the  general  public, 
that  sex  differences  in  verbal  and  quantitative  skill:  represent  two  sides  of  a  coin: 
girls  excel  in  verbal  skills;  boys,  in  quantitative  skills.  As  is  true  of  most  human 
phenomena,  reality  is  considerably  more  complex  than  these  simple  statements 
would  make  it  seem.  Patterns  of  verbal  ability,  including  reading,  shift  with  age, 
cUiture,  general  ability  level,  and  tlie  particular  skill  being  studied;  the  same 
factors  influence  quantitative  skills. 

Recent  analytical  treatments  of  this  topic  support  the  following  basic 
conclusions: 
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!•  Verbal  abilities  are  not  unitary.  Female  and  male  achievement  pattenis  in 
beginning  reading  comprehension  differ  from  those  for  higher-level  inferen- 
tial skills.  Further,  performance  on  reading  tests  is  an  issue  distinct  from 
identification  and  placement  of  problem  readers. 

2.  Mean  sex  differences  in  most  verbal  abilities  are  very  small,  and  male  and 
female  distributions  greatly  overlap  (Hyde,  1981;  Maccoby  &  Jacklin, 
1974). 

3.  Sex  differences  in  verbal  skills  seldom  appear  in  studies  of  children  up  to 
about  age  10;  after  this  age,  lemales  as  a  group  tend  to  surpass  males  on 
many  nneasures.  However,  males  perform  better  on  vocabulary  tests 
(Dwyer,  1976,  1979)  and  on  some  tests  of  complex  higher-level  verbal  skills 
such  as  the  verbal  sections  of  the  Scholastic  Aptitude  Test  (Educational 
Testing  Service,  1981). 

4.  Young  American  males  are  identified  by  elementary  schools  as  problem 
readers  far  more  often  than  are  females.  This  finding  doc^  not  hold  up  in 
many  other  countries  (Johnson,  1973-74;  Murphy,  1977;  Preston,  1962). 

The  following  summary  of  trends  in  the  research  on  sex  diffv^rences  may  be 
helpful  in  understanding  the  background  and  implications  of  the  general  conclu- 
sions just  outlined. 

From  the  turn  of  the  century  to  the  present,  considerable  data  related  to  sex 
differences  in  reading  have  been  accumulated.  In  1974,  Maccoby  and  Jacklin 
summarized  the  results  of  over  100  of  the  more  representative  and  well-designed 
studies  this  area,  but  many  more  now  exist  in  the  psychological  and  educa- 
tional literature.  Then  as  now,  however,  the  great  preponderance  of  these  dala 
have  treated  sex  as  a  control  or  matching  variable,  peripheral  to  the  central 
purposes  of  the  study.  Moreover,  there  has  been  a  bias  toward  reporting  signifi- 
CtiHt  differences;  instances  of  no  sex  differences  are  less  likely  to  be  reported. 
Few  studies  have  attempted  to  study  the  interrelations  of  reading  and  sex  role 
development. 

Maccoby  and  Jacklin  concluded  from  an  analysis  of  z  v,ide  range  of  reports 
covering  a  long  time  span  and  diverse  populations  that  before  the  age  of  10  or  1 1 
there  are  *.o  sex  differences  in  verbal  abilities,  and  after  the  age  of  10  or  1 1  girls' 
verbal  sicills  begin  to  increase  relative  to  those  of  boys.  Unfortunately,  Maccoby 
and  Jacklin  did  not  examine  various  verbal  subskills  separately,  so  their  conclu- 
sions are  not  completely  pe  .inent  to  reading  comprehension,  the  main  reading 
activity  of  interest  to  educators. 

Some  important  contradictory  evidence  has  arisen  since  the  Maccoby  and 
Jacklin  review.  As  the  time  cf  their  report,  they  did  not  have  available  to  them 
the  information  about  recent  Scholastic  Aptitude  Test  (SAT)  trends,  which  indi- 
cate an  advantage  for  males  on  the  verbal  section  of  the  SAT,  a  section  largely 
composed  of  reading  questions  (Educational  Testing  Service,  1981).  Until  the 
early  1970s,  females  consistently  scored  higher  than  males  on  this  verbal  section. 
(The  SAT  is  taken  almost  exclusively  by  high  school  students.)  Another  impor- 
tant Issue  not  addressed  by  Maccoby  and  Jacklin  in  their  otherwise  comprehcn- 
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sive  analysis  is  the  fact  that  reading  tests  at  the  lower  educational  and  age  levels 
rely  more  heavily  on  vocabulary  question^  than  on  reading  comprehension  ques- 
tions. This  situation  reverses  itself  in  the  upper  grades.  Thus,  comparisons  across 
levels  are  necessarily  imprecise. 

Despite  the  promise  of  the  new  research  directions  in  this  area,  new  de- 
scriptive studies  have  not  added  a  great  deal  to  Maccoby  and  Jacklin's  basic 
findings;  however,  two  points  seem  particularly  salient: 

h  The  largest,  most  consistent,  and  most  easily  studied  sex  differences  in 
reading  are  related  to  girls'  and  boys'  diagnosed  reading  failures,  not  to  the 
relative  reading  progress  of  *  normal"  students;  as  mentioned  earlier,  young 
American  boys  are  more  often  identified  as  problem  readers. 

2.  Average  and  proficient  pupils  are  now  being  more  widely  studied,  particu- 
larly with  an  emphasis  on  broader  aspects  of  cognitive  development,  stu- 
dent-teacher interactions,  and  possible  educational  interventions. 

After  Maccoby  and  Jacklin's  sophisticated  analysis,  descriptive  studies  of 
sex  differences  seemed  no  longer  to  be  considered  important  topics  of  research  in 
and  of  themselves.  From  the  eariy  1970s  to  the  present,  more  attention  has  been 
given  to  the  causes  and  ramifications  of  sex-related  differences  and  similarities. 
More  recent  research  on  sex  differences  in  reading  has  emphasized  the  search  for 
causal  factors  and  potential  interventions  for  skill  deficiencies  in  reading  (for 
example,  Leinhart,  Seewald,  &  Engel,  1979;  Stockard,  Schmuck,  Kempner, 
Williams,  Edson,  &  Smith,  1980).  We  believe  that  there  are  three  primary 
variables  that  must  be  considered  when  interpreting  these  apparent  sex  dif- 
ferences in  reading  (Pwyer,  1979): 

1,  Age.  Patterns  of  sex  differences  in  verbal  skills  in  general,  as  well  as  in 
reading  comprehension  in  particular,  seem  to  change  at  puberty.  Older 
studies  reported  thai  females  drew  ahead  at  puberty.  Some  later  data,  such  as 
those  mentioned  eariier  on  the  SAT,  are  now  reporting  that  males  score 
higher  on  measures  of  complex  verbal  skills.  These  measures  are  typically 
'{aken  after  puberty. 

2»  Ability  level.  Smaller  population  sex  differences  in  reading  and  other  aca- 
demic areas  are  associated  with  gifted  individuals.  Large,  sex  differences 
are  associated  with  lovvf,r-ability  students. 

3.  Instruments,  Reading  achievement  is  measured  in  a  wide  variety  of  ways: 
reading  comprehension  passages  with  associated  questions,  vocabulary  rec- 
ognition, c,.id  teacher  judgment.  Each  of  thtse  measures  of  student  reading 
achievement  seems  to  result  in  different  patterns  of  apparent  sex  differences 
or  similarities. 

Much  research  on  *he  causes  of  sex  differences  has  failed  to  consider  tliese 
three  variables  or  to  concic'  for  them  in  a  .tematic  or  easily  interpreted  way. 
Many  appear  to  have  focused  on  the  somewha*  limited  area  of  verbal  skills,  in 
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which  girls'  skills  clearly  surpass  boys',  and  have  sought  expla..4tions  (or  in 
some  instances,  cures)  for  this  situation. 

Explanations  for  Differences  in  Reading.  A  great  many  explanations 
have  been  advanced  to  account  for  girls'  assumed  advantage  in  reading  com- 
prehension. These  explanations  may  be  broadly  classified  into  five  categories: 

1.  Physical  maturity.  It  has  been  suggested  that  girls,  being  more  development 
tally  advanced  in  more  areas  than  boys,  may  simply  acquire  language  profi- 
ciency earlier,  although  boys  catch  up  with  them  at  puberty.  This  explana- 
tion does  not,  however,  account  for  the  fact  that  sex  differences  in  other 
academic  achievement  areas  favor  males  during  the  same  time  period  and 
that  cross-cultural  studies  do  not  support  the  results  of  research  with  Ameri- 
can subjects. 

2.  Inappropriate  reading  materials.  It  has  been  suggested  that  classroom  read- 
ing n^aterials  are  not  interesting  or  challenging  to  young  males  and  do  not 
appeal  to  their  interests.  Howe\sr,  the  large  num''"r  of  studies  which  have 
demonstrated  that  the  content  of  readers,  trade  books,  and  curricular  mate- 
rials is  predominantly  male-oriented  refute  this  claim. 

3.  Negative  treatment.  It  has  been  suggested  that  schools  are  a  predominantly 
feminine  environment,  and  that  as  a  cons;:quence  teachers  may  consider 
boys  to  be  uisruptive  and  may  give  preferential  treatn.^nt  to  girls.  Again, 
however,  this  does  not  account  for  boys'  superiority  in  other  areas.  An 
important  factor  to  remember  in  analyzing  such  studies  is  that  the  sex  of  the 
teacher  is  not  the  relevant  variable  in  investigating  preferential  treatment. 
Teachers  of  both  sexes  appear  to  act  in  similar  ways  toward  boys  and  girls. 

4.  Differencial  treatment.  Many  recent  explanations  of  sex  differences  in  read- 
ing focus  on  ways  in  which  teachers  may  interact  differentially  with  boys 
and  girls.  It  is  important  to  note  that  this  is  currently  distinguished  from 
negative  treatment  as  described  above.  Rather,  differential  treatment  refers 
to  a  situation  that  may  or  may  not  lead  to  negative  outcomes  for  one  sex  or 
the  other.  Some  types  of  differential  treatment  that  have  been  explored  are 
differences  in  teaching  styles  and  differentir\l  reinforcement  of  student  re- 
sponses during  reading  instruction. 

5.  Cultural  factors.  It  has  been  suggested  tnat  in  the  mainstream  American 
culture,  reading,  as  well  as  many  other  intellectual  activities,  is  perceived  as 
being  primarily  a  passive  occupation  mor^  appropriate  to  the  female  sex 
role.  Teachers  may  inadvertently  be  perpetuating  a  negative  valuation  of 
reading  for  males. 

It  is  important  to  note  that  some  of  the  most  productive  research  related  to 
understanding  sex  differences  in  reading  has  been  in  the  area  of  differential 
teacher  behaviors  and  cultural  expectations  (for  example,  Mokros  &  Koff,  1978) 
rather  than  pupil  traits  or  behaviors. 

Conclusions,    For  those  who  are  interested  in  the  practical  implications  of 
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these  data  and  analyses,  we  offer  a  few  research-based  and  value-oriented 
conclusions: 

1.  Group  sex  differences  are  certainly  too  small  to  be  used  in  predicting  an 
individual  gin  ^  or  boy's  reading  or  other  verbal  skills  and  aie  probably  too 
small  to  be  of  use  even  in  group  educational  policy  decisions. 

2.  Better  reading  role  models  for  young  boys  arc  needed,  as  is  more  intensive 
skills  instruction  for  many  boys  in  the  early  grades.  Boys  in  other  countries 
(for  example,  Japan.  England,  Germany)  are  not  "problem  readers."  Amer- 
icco;  boys  do  not  need  to  be  "problems"  either. 

3.  Better  intellectual  role  models  are  needed  for  adolescent  girls,  as  is  instruc- 
tion in  strategies  for  coping  with  complex  and  inferentiaJ  reading  materials. 
There  is  no  need  for  teenage  girls'  skills  to  deteriorate  with  more  difficuh 
task*-. 

Research  on  Sex  Differences  in  Communication 

To  what  extent  do  males  and  females  differ  in  the  v/:.ys  in  which  they 
communicate?  AUnough  Maccoby  and  Jacklin  (1974)  found  that  girls  tend  to  be 
superior  to  boys  in  verbal  ability,  there  is  little  evidence  to  support  the  notion  of 
differences  in  communication  that  are  linked  to  innate  sex  differences.  Much  of 
the  empincal  evidence  on  sex  differences  in  language  acquisition  and  language 
use  contains  flaws  that  exaggerate  the  extent  of  repoiled  differences  (Klann- 
Delius,  1981;  Thome,  Kramarae,  &  Henley,  1983).  The  differences  that  have 
been  found  tend  to  be  due  to  differing  cultural  expectations  for  boys  and  giris  as  a 
result  of  sex  stereotyping  and  extensive  sex  segregation  among  children,  A 
summary  of  the  findings  for  oral  language,  written  language,  and  nonverbal 
expression  follows. 

Kagan  (1964)  found  that  children  tend  to  associate  male  communication 
with  aggression,  dominance,  and  independence  and  female  communication  with 
passivity,  nurturance,  and  emotionality.  Studies  of  aduhs  indicate  that  females  in 
comparison  to  males  employ  distinct  patterns  of  intonation,  more  correct  pronun- 
ciation, direct  rather  than  indirect  forms  of  expressing  emotions,  and  indirect 
rather  than  direct  forms  of  expressing  requests  (Edelsky,  1977).  However,  in 
reviewing  the  cumulative  research  on  actual  sex  differences  in  speech  patterns, 
Thome  (1978)  noted  that  "empirical  findings  of  difference  (for  example,  in 
syntactic  and  phonetic  usage,  word  choice,  or  conversational  style)  are  fewer 
than  stereotyped  dichotomies  of  female  and  male  language"  (p.  4). 

By  filming  mfants  and  children,  Birdwhistell  (1970)  concluded  that  the 
body  language  (posture,  pelvic  tih,  and  so  forth)  associated  with  gender  is 
established  by  the  second  year  of  life,  li  is  highly  likely,  however,  that  such 
behaviors  are  t'ne  result  of  eariy  expectations  rather  than  innate  biological  charac- 
*.ristics.  Wood  (1981)  supports  the  idea  of  cuhural  impact  on  gender  cues  by 
stating  that  "further  study  of  the  boc'^  language  of  gender  communication  may 
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revea!  a  shift  in  children's  communication  from  traditional  gender  cues  to  a  more 
modem  set  of  cues"  (p.  183). 

Analyses  of  children's  writing  reveal  both  similarities  and  differences  be- 
tween females  and  males.  Price  and  Graves  (1980)  found  that  there  were  po 
differences  in  syntactic  maturity  or  sophistication  of  sentence  construction  in  the 
writing  of  eighth-grade  pupils.  However,  girls  showed  a  stronger  adherence  to 
grammatically  con-ct  usage  than  did  boys.  In  a  study  of  7-year-olds,  topics 
chosen  by  girls  differed  greatly  from  those  of  boys  in  accordance  ^^ith  stereo- 
typed roles  (Graves,  1973).  While  girls'  thematic  choices  were  those  associated 
with  "primary  territory"  (for  example,  home,  school,  and  self),  boys  chose 
topics  in  more  "extended  territories"  (for  example,  current  events,  occupations). 
Giris,  however,  were  more  likely  than  boys  to  write  objectively,  vividly,  and 
with  the  use  of  the  first  person. 

Edelsky  (1977)  studied  the  extent  to  which  there  is  agreement  by  adults  and 
children  about  how  men  and  women  talk.  She  found  that  there  are  defijiite 
stereotypes  about  language  and  sex  in  our  culture  and  that  adults  show  agieement 


al  progression  in  their  acquisition  of  the  aduhs'  norms  from  first  to  sixth  grade. 
In  Edelsky's  studies,  first-graders  used  fonr  nore  than  topic  to  identify  sex  of 
speaker  for  various  sentences.  For  example,  a  sentence  about  a  hammer  with  the 
phrase,  **pretty  please"  was  rated  as  female.  But  at  the  third-grade  level,  chil- 
dren also  considered  topic  as  an  indicator  of  the  sex  of  the  speaker,  so  that  the 
preceding  example  was  rated  either  male  because  of  the  topic  (hammer)  or 
female  because  of  the  form  (pretty  please). 

Adjlts,  too,  associate  profanity  with  males  and  words  like  "divine"  and 
"oh,  dear"  with  females.  However,  there  is  often  a  discrepancy  between  perfor- 
mance and  belief,  as  was  demonstrated  when  a  male  subject  said  that  men  would 
not  use  "oh,  dear"  because  it  was  passive,  but  later,  when  unable  to  think  of  a 
response  to  another  question,  said,  "Oh,  dear,  I'm  just  going  to  run  the  tape 
down"  (Ede!  ^.y,  1977). 

Montgomery  and  Norton  (1981)  reviewed  the  literature  on  communication 
style,  which  suggested  that  males  appear  more  dominant  than  females  in  commu- 
nication, while  women  appear  more  attentive  than  men.  Males  appear  to  be  more 
relaxed  than  females  in  their  communication  styler>,  while  females  appear  to  be 
more  animated  (as  indicated  by  eye  contact,  gesture,  facial  expressions,  and 
body  moven»2nt:).  Their  study  found  that  males  report  being  more  precise,  and 
females  report  being  more  animated,  in  their  communication  behaviors. 

In  a  similar  vein.  Bate  (1976)  reported  that  female  students  are  more 
uncomfortable  than  male  students  in  asserting  themselves  in  various  interper- 
sonal situations  and  that  females  report  more  fear  in  speaking  before  groups. 
Eakins  and  Kakins  (1978).  in  reviewing  findings  on  men's  and  women's  commu- 
nication, reported  that  women  tend  to  speak  less  frequently  than  men  in  mixed 
groups  and  dyads  and  are  less  likely  to  initiate  topics  cf  discussion,  while  men 
intemipt  more  than  women.  According  to  Bate,  me.i  may  be  rewarded  for 
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dogmatic  or  authoritative  responses  in  conflict  situations;  they  may  worr}'  about 
being  "real  men"  if  they  express  warmth  or  reveal  personal  emotions. 

Instructional  materials  also  reinforce  cultural  stereotypes  about  sex  dif- 
ferences in  communication.  In  an  analysis  of  textbooks,  Sprague  (1975)  found 
that  (1)  most  model  speeches  featured  speeches  by  men;  (2)  many  hypothetical 
applications  of  communication  skills  in  textbooks  perpetuated  role  stereotypes — 
for  example,  a  man  arguing  a  case  in  court  and  a  woman  making  an  announce- 
ment at  a  ?TA  meeting;  and  (3)  audience  analysis  sections  of  texts  usually 
emp'iasize  that  women  are  more  pcisuasible  and  less  logical  than  men  and  that 
sex  of  your  audience  is  an  important  variable  to  know  because  it  will  make  a 
difference  in  how  you  adapt  your  content. 

ANSWERS 

SeX'Equitable  Reading  Instruction  and  Learning 

Based  on  the  research  evidence  presented  earlier,  we  find  several  promis- 
ing approaches  for  iucreabing  sex  equity  in  leauiug  iiiMiuUiun  and  learning. 
Since  the  best  explanations  to  date  for  the  poorer  performance  of  young  boys 
focus  on  teacher  instructional  patterns  and  cultural  factors,  it  is  in  these  two  areas 
that  solutions  are  to  be  found.  When  boys'  reading  instruction  and  reinforcement 
for  reading  behaviors  are  increased,  their  reading  performance  improves 
(Leinhart,  Seewald,  &  Engel,  1979).  Other  approaches,  such  as  all-male  reading 
classes,  are  not  necessarily  helpful  and  may  have  harmful  effects  as  well  (Brophy 
&  Good,  1974). 

Another  unsuccessful  approach  that  has  been  advocated  over  the  years  is  to 
increase  the  male  characters  and  content  of  reading  materials.  However,  instruc- 
tional materials  for  reading  are  already  heavily  male-oriented,  and  their  use  may 
reduce  reading  interest  for  giris  (see  chapter  12,  "Sex  Equity  and  Sex  Bias  in 
Instructional  Materials").  More  positive  images  of  males  as  readers  are  needed, 
however,  to  counter  the  stereotype  that  reading  is  a  female  activity.  Such  images 
can  be  provided  by  characters  in  reading  books  or  through  direct  classroom 
investigation  of  sex-typing  in  reading.  One  basal  series  has  approached  this  issue 
and  other  equity  concerns,  timbers,  developed  by  the  Council  on  Interracial 
Books  for  Children  with  Women's  Educational  Equity  Act  Program  funds,  pre- 
sents content  that  illustrates  concepts  of  sex,  race,  and  disability  equity  as  well  as 
critical  reading  skilit;. 

At  the  secondary  level,  we  need  better  intellectual  role  models  for  adoles- 
cent girls  and  more  intensive  instruction  for  young  women  in  coping  with  com- 
plex and  inferential  reading  materials.  Preventing  the  deterioration  of  adolescent 
females'  skills  is  a  goal.  Here,  reading  instruction  in  the  content  areas,  such  as 
science  and  social  studies,  is  of  critical  importance.  In  addition,  both  females  and 
males  can  benefit  from  a  sex-equitable  literature  curriculum  (see,  for  example, 
Comillon,  1974;  National  Council  of  Teachers  of  English,  1976;  Rosenfelt, 
1976;  Showaltcr,  1974). 
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Sex^Equitable  Language  Instruction  and  Learning 

In  language  arts,  two  kinds  of  instructional  programs  are  sought:  those  that 
teach  about  sex-linked  d'tfferences  in  language,  including  oral,  written,  and 
nonverbal  language;  and  those  that  decrease  pupils'  gender-salient  communica- 
tion styles— for  example,  that  increase  the  assertive  communication  of  females 
and  the  emotional  expression  of  males. 

Two  instructional  programs  are  available  that  address  these  needs  for  sex- 
equitable  language  arts  instruction  and  learning.  For  middle  school  students. 
Decisions  about  Language  (se  Women's  Educational  Equity  Act  Program, 
1983)  examines  sex-biased  language  and  communication  differences  as  well  as 
the  impact  of  pupils'  self-concept  on  communication  style  (Scott,  1982).  Pupils 
who  received  this  text  and  sex-equity  instruction  in  five  other  subject  areas  as 
part  of  a  school  equity  program  made  significant  gains  in  achievement,  sex  role 
flexibility,  and  attitudes  about  participation  in  making  decisions.  They  also  un- 
derstood more  about  the  relationship  between  sex  differences  in  language  and 
self-concept,  had  less  sex-biased  attitudes  about  language,  and  were  more  sup- 
portive of  language  change  than  a  control  group  of  pupils. 

For  sei.ior  high  and  college  students.  Changing  Words  in  a  Changing 
World  (Nilsen,  1979)  focuses  on  language  and  language  change  in  a  social 
context,  especially  on  the  way  language  is  used  differently  either  by  or  about 
females  and  males.  All  students  who  pailicipated  in  the  validation  of  this  text 
increased  their  knowledge  about  language  and  sociolinguistics.  Students  with 
positive  attitudes  about  language  change  prior  to  instruction  were  even  more 
positive  about  language  change  at  the  conclusion  of  the  program. 

Finally,  Friedman  (1981)  reported  on  promising  approaches  to  increasing 
oppoitu>nties  for  women  and  men  to  communicate  with  each  other.  The  follow- 
ing topics  are  addressed  in  these  programs: 

1.  Self -concept:  How  have  cultural  and  familial  scx-rolc  stereotypes  shaped 
students'  views  of  themselves  and  what  they  arc  able  to  do?  Do  females 
believe  in  their  own  ability  to  think  logically,  to  organize,  and  to  articulate 
their  ideas? 

2.  Intei  action  conditioning:  What  arc  the  unspoken  "rules"  of  interaction 
*^'^twccn  male:,  and  females?  How  arc  distinctions  made  bctv.  ccn  what  is 
acnigrated  as  "aggressive"  and  what  is  admired  as  determined  or  forceful? 

3.  Disclosure:  What  arc  the  differences  between  what  females  and  males  share 
within  same-sex  groups  and  wh'  i  is  disclosed  to  members  of  the  opposite 
sex?  What  fears  arc  perpetuated  by  these  limitations,  and  what 
misunderstandings  occur  as  a  result  of  the  distorted  impressions  each 
cceives? 

4.  Assertivenesslreceptivity:  How  can  females  learn  to  affirm  their  beliefs, 
concerns,  rights,  preferences,  etc.,  without  muffling  or  minimizing  (or 
imposing)  them?  How  can  they  best  handle  the  conflicts  that  may  arise 
when  old  patterns  of  interaction  arc  first  broken?  (p.  142) 
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RECOMMENDATIONS 

Sex  equity  in  reading,  writing,  and  communication  instruction  will  en- 
hance the  competence  of  males  as  well  as  females.  We  recommend  the  following 
guidelines: 

1.  Reading  instruction  for  young  children  should  focus  on  the  difficulties  and 
strengths  of  individual  students,  male  or  female,  without  perpetuating  sex 
stereotypes. 

2.  As  pupils  progress  beyond  basic  reading  proficiencies,  instruction  in  high- 
level  reading  skills  is  needed,  especially  ^or  adolescent  females. 

3.  Reading  materials  that  portray  females  and  males  in  nonstereotvpical  situa* 
tions  need  to  be  developed  to  strengthen  the  image  of  reading  as  something 
males  can  do  and  high  level-thinking  as  something  females  can  do. 

4.  Language  instruction  and  materials  that  address  sex-linked  differences  in 
language  and  communication  expectations  should  be  provided  for  students 
at  all  age  levels. 

5.  Instruction  in  listening,  interacting  with  others,  disclosure,  and  assertiveness 

hould  be  provided  to  all  students  to  promote  sex-equitable  communication 
patterns. 

6.  Teachers  need  to  be  knowledgeable  about  sex-stereotyped  patterns  of  class- 
room interaction  (between  and  among  both  teachers  and  students)  and 
train  *d  to  use  intervention  strategies  (see  chapter  1 1 ,  Sex  Equity  in  Class- 
voor..  Organization  and  Climate). 

7.  Teach  ^r  training  programs  and  materials  need  to  dispel  myths  about  sex 
differences  in  reading  and  communication.  Effective  strategies  for  promot- 
ing sex-equitable  outcomes  in  learning  should  be  part  of  every  pre-  and 
inservice  education  program. 
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Social  studies  is  the  area  of  the  curriculum  that  has  traditionally  been  expected  to 
instill  in  youth  respect  for  our  democratic  heritage.  It  is  the  social  studies  teacher 
who  teaches  that  the  nation  was  founded  on  the  principle  of  equality  and  justice 
for  all.  However  in  the  social  studies  class,  as  in  all  other  aspects  of  schooling, 
sex  equity  often  does  not  exist. 

Research  over  the  past  20  years  has  documented  inequities  in  student 
achievement,  staffing  patterns,  and  the  curriculum.  The  need  for  change  has 
been  made  clear,  and  a  number  of  critical  issues  have  been  raised.  This  chapter 
will  describe  those  issues  and  some  of  the  exemplary  sex-fair  programs  that 
address  them.  It  will  also  recommend  specific  approaches  for  policy  makers, 
curriculum  developers,  and  users  of  the  new  materials. 

THE  ISSUES:  FINDINGS  FROM  RESEARCH 
Inadequate  Textboolcs 

The  most  extensively  documented  inequity  in  social  studies  is  the  under- 
representation  and  stereotyping  of  females  in  social  studies  textbooks.  Studies 
have  concluded  that  females  appear  far  less  frequently  than  males  in  elementary 
school  textbooks.  When  women  or  giris  do  appear,  they  are  often  portrayed  in 
passive  roles  and/or  stereotyped  occupations  (O'Donnell,  1973;  Scardina,  1972; 
Sheridan,  1975;  Zimmerman,  1975). 

At  the  secondary  level,  similar  generalizations  apply  lO  United  States 
history,  government,  worid  history,  and  economics  textbooks.  Males  dominate 
photographs,  quotations,  examples,  and  case  studies  (Ariow  &  Froschl,  1976; 
Blankenship  &  Hahn,  1982;  Burr,  Dunn,  &  Farquhar,  1973;  Hahn  & 
Blankenship,  1983;  Julian,  197Q;  MacLeod  &  Silverman,  1973;  Smith,  1977; 
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Trecker,  1971;  Weinbaum,  1979).  This  may  partially  explain  why  females  are 
less  interested  in  social  studies  than  are  males  (McTeer,  1975)  and  why  all 
students  !eam  less  about  famous  women  in  history  than  about  men  (Lockheed  & 
Harris,  1978). 

In  the  1970s,  several  publishers  adopted  guidelines  to  encourage  authors  to 
eliminate  sexist  bias  from  their  materials.  As  a  result,  in  the  newer  books  sexist 
language  occurs  less  frequently,  a  few  more  famous  women  appear,  and  photos 
show  women  in  a  greater  variety  of  roles.  Still,  many  social  studies  textbooks 
retain  their  sexist  bia^  (Blankenship  &  Hahn,  1982).  Publishers  also  responded  to 
the  new  demand  for  sex-fair  materials  from  educators,  which  emerged  in  the 
seventies.  Supplementary  materials  were  produced — mostly  paperback  books  or 
audiovisual  kits — that  focused  on  the  changing  role  of  women  and  women's 
issues.  The  extent  of  the  dissemination  of  these  supplementary  materials  is 
unclear,  however.  Extensive  reports  by  the  National  Science  Foundation  on  the 
status  of  social  studies  have  concluded  that  the  traditional  textbook  cortinues  to 
dominate  classroom  instruction  and  homework  (Shaver,  Helbum,  &  Davis, 
1979). 

Gender  Differences  in  Knowledge  and  Attitudes 

A  second  lin  of  research  on  sex  equity  in  social  studies  has  focused  on 
gender  differences  in  student  knowledge  and  attitudes.  The  National  Assessment 
of  Educational  Progress  (NAEP)  found  that  males  consistently  outperformed 
females  on  measures  of  political  knowledge  (Education  Commission  of  the 
States,  1971,  1973,  1974,  1978).  In  addition,  NAEP  found  attitudinal  dif- 
ferences between  males  and  females.  Females  were  slightly  more  willing  to 
associate  with  persons  of  different  races,  and  they  were  more  involved  as  good 
citizens  within  families. 

Sex  differences  have  also  emerged  in  political  socialization  research.  It  has 
been  found  that  as  eariy  as  ;hc  fifth  grade,  females  tend  to  demonstrate  less 
political  knowledge  than  males;  at  both  the  elementary  and  secondary  levels, 
females  hold  different  political  attitudes  than  males.  Females  are  more  likely  to 
say  they  would  vote  for  candidates  who  are  peace-oriented,  honest,  and  sincere, 
while  over  twice  as  many  males  as  females  say  they  would  choose  the  candidate 
whose  ideas  would  contribute  to  the  country's  economic  growth  (Iglitzin,  1974). 

Until  very  recently,  most  studies  of  economic  knowledge  concluded  that 
males  did  better  than  females  on  tests  of  economic  knowledge  (Soper,  1979). 
However,  economics  was  previously  an  elective  that  many  females  did  not 
choose.  Studies  done  in  the  past  3  years  have  found  no  gender  differences  in 
economics  learning  (Hahn,  1982;  Jackstadt,  1980;  McCullough,  1980).  This 
shows  that  when  all  students  are  required  to  take  a  course  in  economics  for  high 
school  graduation,  as  they  are  in  many  states  today,  females  acquire  the  same 
economic  knowledge  as  males. 
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Student  Knowledge  of  and  Attitudes 
toward  Women  in  Society 

A  third  line  of  social  studies  research  has  examined  students*  attitudes 
toward  and  knowledge  of  women's  changing  roles  in  society.  One  study  found 
that  most  high  school  students  still  have  unrealistic  information  about  the  current 
economic  position  of  women  (Davis,  1976\  Most  students,  however,  do  support 
egalitarian  statements  about  the  economic  status  of  women — equal  pay  for  equal 
work  and  equal  access  to  jobs.  The  students  holding  the  most  egalitarian  attitudes 
are  those  who  have  the  most  realistic  information,  earn  the  highest  grades,  plan 
to  go  to  college,  and  aspire  to  high-status  jobs.  In  general,  female  students  tend 
to  hold  attitudes  more  supportive  of  equality  than  do  male  students  (Davis, 
1976). 

In  an  international  study  of  female  and  male  students'  political  attitudes, 
youth  in  the  United  States  were  found  to  be  less  supportive  of  women  as  political 
leaders  than  were  students  in  the  other  nine  nations  studied  (Tomey,  Oppenheim, 
&  Famen,  1975).  Other  studies  also  have  found  that  students  in  the  United  States 
do  not  support  the  idea  of  women  holding  political  office  (Iglitzin,  1974). 

It  is  possible  that  students  do  not  have  realistic  information  about  women  in 
the  economy  and  do  not  believe  that  women  ought  to  be  political  leaders  because 
the  social  studies  curriculum  has  not  shown  women  to  be  active  in  the  economic 
and  political  spheres.  Unfortunately,  equity  programs  have  not  focused  on  the 
teaching  of  economics  and  political  science. 

The  Hidden  Curriculum 

A  fourth  line  of  research  has  identified  needs  in  the  "hidden  curriculum" 
of  social  studies.  The  hidden  curriculum  consists  of  the  collection  of  messages 
transmitted  to  young  people  about  the  status  and  character  of  individuals  and 
social  groups  (Byrne,  1978;  Frazier  &  Sadker,  1973;  Lockheed,  1985).  The 
hidden  curriculum  in  social  studies  works  through  organizational  patterns  in 
schools,  colleges,  publishing  houses,  and  professional  organizations. 

According  to  the  National  Science  Foundation,  62%  of  social  studies 
teachers  in  grades  7-9,  and  75%  of  social  studies  teachers  in  grades  10-12,  are 
men  (Directorate  for  Science  Education,  1980).  Similar  data  were  obtained 
recently  as  1983  (Hahn,  1984).  The  dearth  of  female  role  models  may  suggest  to 
students  that  social  studies  is  a  male  domain. 

This  point  is  further  reinforced  for  the  few  women  social  studies  teachers 
who  might  aspire  to  advance  in  the  profession.  A  study  of  the  secondary  school 
systems  in  one  large  state  found  that  90%  of  the  social  studies  department  heads 
were  male  (Carney,  1980).  Most  authors  of  social  studies  methods  books  and 
most  social  studies  researchers  are  males  (Hahn,  1980).  Furthermore,  mo:X  so- 
cial studies  supervisors  are  men,  and  most  officers  in  the  National  Council  for  the 
Social  Studies  have  been  men. 

Other  aspects  of  the  hidden  curriculum  that  may  influence  social  studies 
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learning  are  student  leadership  (if  student  body  presidents  are  most  often  males), 
sex-segregated  classes  (if  electives  in  psychology  and  sociology  draw  mostly 
females,  while  economics  electives  draw  mostly  males),  and  classroom  interac- 
tion patterns  (if  males  take  more  risks  in  initiating  responses).  Unfortunately, 
there  has  not  been  sufficient  research  into  the  effects  of  these  informal  processes. 
The  issues  associated  with  the  formal  curriculum,  rather  than  those  associated 
with  the  hidden  one,  have  received  the  most  attention  to  date. 

THE  ANSWERS 

Developing  Curricula  to  Compensate  for  Inadequate 
Elementary  and  Secondary  Social  Studies  Textbooks 

In  response  to  the  first  issue— the  underrepresentation  and  stereotyping  of 
females  in  social  studies  textbooks— several  programs  and  individuals  have  de- 
veloped student  materials  and  teacher  guides  to  supplement  traditional  materials 
and  courses.  Several  claims  can  be  made  about  these  materials  and  their  effects: 

L  Materials  are  available  for  students  of  all  ages  that  teach  more  about  women 
in  history  than  textbooks  have  traditionally  taught. 

2.  Materials  are  available  that  teach  students  about  women  from  diverse  ethnic 
backgrounds  and  that  teach  students  about  the  lives  of  average  or  typical 
women  as  well  as  about  the  contributions  of  great  women. 

3*   Students  of  all  ages  enjoy  learning  about  women  in  history. 

4.  Teachers  enjoy  teaching  about  women  in  history,  regardless  of  the  ages  of 
their  students. 

5.  Discriminatory  attitudes  based  on  sex  are  reduced  in  both  female  and  male 
students  at  the  elementary,  middle  school,  and  secondary  levels  when  stu- 
dents study  about  gender  roles,  stereotyping,  and  the  statur  and  achieve- 
ments of  women  throughout  history. 

6.  Sex-stereotyped  behaviors  by  both  boys  and  girls  are  reduced  when  primary 
grade  instruction  includes  units  designed  specifically  to  counter  stereotypes. 

7.  Self-esteem  increases  for  both  female  and  male  students  when  secondary 
social  studies  instruction  includes  women's  history;  changes  are  particularly 
evident  among  female  students. 

8.  Federal  funding  that  focuses  on  women  and  history  and  on  overcoming 
gender  stereotypes  has  been  effective  in  stimulating  curriculum  development 
at  both  elementary  and  secondary  school  levels. 

The  preceding  claims  have  been  documented  by  the  various  projects  listed 
in  table  8.  These  and  similar  programs  developed  by  local  school  systems  around 
the  country  have  focused  on  overcoming  traditional  stereotypes  of  female  and 
male  behavior  as  they  were  traditionally  presented  in  social  studies  courses. 
These  programs  have  also  attempted  to  compensate  for  the  traditional  omission 
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Table  8.   Sex  Equity  Curriculum  Projects  in  Social  Studies 


Title/developer 


Grade 


Format 


Elementary  Curriciduin, 
Women* s  Studies  Pro- 
gram, Berkeley  Uni- 
fied Schools.  Susan 
Gross,  Berkeley  Uni- 
fied Schools,  Berke- 
ley, CA 


1-3,  4-6    Series  of  lessons 


Content 


1-3:  overcoming  ster- 
eotypes; 4-6:  Non- 
traditional  careers, 
women  in  history, 
and  development  of 
nonstereotyped  skills 
like  carpentry,  bike 
repair,  and  dance 


Upper  Midwest  Wont-  K-6 
en's  History  Center 
for  Teachers:  Elemen- 
tary Curriculum,  St. 
Louis  Park,  MN 

Winning  Justice  for  AIL  5-6 
Council  on  Interracial 
Books  for  Children 

ERIC 


6  units  contain 
sections  for 
primary,  inter- 
mediate, and 
teachers 

Student  work- 
book, teacher 
handbook,  3 
filmstrips  with 
cassette  tapes 


Immigration,  westward 
movement  reformers, 
geography,  ..riting 
skills 

Inquiry  approach  to 
studying  current  and 
historic  sex  and  race 
discrimination 


Evaluation 


Availability 


Field-tested  in  varied 
SES  schools  and  pre- 
post  tests  used.  Pri- 
mary students  showed 
less  stereotyped  be- 
haviors and  greater 
cooperation  after  in- 
struction. 4-6  showed 
decreases  in  stereo- 
typed attitudes  in  ex- 
perimental ^roup  as 
compared  to  control. 
No  effect  on  students* 
stereotyped  career 
aspirations 

Field-tested  in  varied 
SES  schools.  Teach- 
ers liked  materials 
and  planned  to  use 
again 

Field-tested  in  9  varied 
SES  schools.  Pupils 
in  experimental  class- 
es made  knowledge 
gains  and  had  less 


Women's  Studies  Pro- 
gram, Berkeley  Uni- 
fied Schools, 
Berkeley,  CA 


Upper  MW  Women's 
History  Center  for 
Teachers,  6300  Walk- 
er St,,  St.  Louis  Park, 
MN  55416 

Council  on  Interracial 
Books  for  Children, 
Racism/Sexism  Re- 
source Center,  1841 
Broadway,  New 


Decisions  and  You,  De-  6-8 
cisions  about  Roles, 
From  **Fair  Play:  De- 
veloping Self-Concept 
and  Decision-Making 
Skill."  Byron  Mas- 
sialas  and  Kathryn 
Scott,  Florida  State 
University,  Tallahas- 
see, FL 

In  Search  of  Our  Past.  8- 1 2 

Susan  Groves,  Berke- 
ley Unified  Schools, 
Berkeley,  CA 


Women  in  World  Area  9-12 
Studies.  Marjorie 
Bigham  and  Susan 
Gross,  St,  Louis  Park 
Schools,  St.  Louis 
Park,  MN 


Student  texts, 
teacher 

guides,  and  an 
implementa- 
tion guide 


6  units  in  two 
books  suppie- 
menf  Ameri- 
can and  world 
history 
textbooks 

9  student  book- 
lets and  teach- 
er guides, 
filmstrips,  and 
tapes.  Supple- 
mental to 
world  cultures 
courses 


Teaches  concepts  related 
to  sex  equity  and 
helps  students  explore 
their  own  self-con- 
cepts through  topics 
usually  taught  in  so- 
cial studies.  Other 
units  available  for 
languace  arts,  math, 
science,  and  PE 

Events,  time  periods, 
and  concepts  of  im- 
portance to  various 
ethnic  groups.  Stu- 
dents gather  oral 
history 

Women  in  Soviet 
Union,  Israel,  Islam, 
India,  China,  ancient 
Greece  and  Rome, 
Africa,  Latin  America 


stereotyped  attitudes 
as  compared  to  pupils 
in  control  classes 
Field-tested  in  3 
schools.  Pupils  in  ex- 
perimental classes 
made  significant  gains 
in  achievement,  sex 
role  flexibility,  and 
deci;ion  making  as 
compared  to  students 
in  control  classes 

Piloi-tested  in  varied 
SES  schools.  Teach- 
ers and  students,  had 
favorable  reactions  to 
material 

Tested  in  1  Ith-grade 
suburban  classes.  Sig- 
nificant learning  gains 
for  experimental 
classes  as  compared 
to  control.  Favorable 
reactions  from  teach- 
ers and  students 


York,  NY  10023 


Education  Development 
Center,  55  Chapel 
Street,  Newton,  MA 
02160 


Education  Development 
Center,  55  Chapel 
Street,  Newton,  MA 
02160 


GEM  Publications,  Inc., 
411  Mallallien  Dr„ 
Hudson,  *WI  54016 
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(continued) 


Table  8.  (Continued) 


Titlc/dcvclopcr 


Grade 


Format 


Content 


Evaluation 


Availability 


Women's  Roots.  June 
Stephenson 


9-12 


Sources  of  Strengths- 
Women  and  Culture, 
Lisa  Hunter»  Far  West 
Laboratory^  San  Fran- 
cisco»  CA 


ERIC 


9-12 


A  world  history 
textbook 


Teachers*  guide 
and  annotated 
bibliography 
to  be  used  in 
world  history, 
cultures, 
women*s  stud- 
ies, or  so- 
ciology 
courses 


Surveys  prehistoric  to 
modem  times.  Atten- 
tion to  religious,  po- 
litical, social,  and 
economic  influences 
on  gender  roles. 
Women  *s 
achievements 


Cultural  comparisons  ot 
Nigerian,  Chinese, 
Afro- American,  and 
Asian-Americar^ 
women.  Oral  history. 
Decision  making  in 
students'  lives 
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In  experimental  condi- 
tions, students  who 
read  text  had  reduced 
di<;criminatory  at- 
titudes and  increased 
self-esteem  as  com- 
pared to  control 
group.  Self-esteem  of 
female  students  in- 
creased more  than 
that  of  male  students 

Field-tested  in  varied 
SES  schools.  Experi- 
mental group  had 
clear  gains  on  the  oral 
history  test  as  com- 
pared to  control. 
Males  and  females  af- 
fected equally.  Stu- 
dents had  favorable 
reaction  to  program 


Education  Development 
Center,  55  Chapel 
Street,  Newton,  MA 
02160 


Women's  Lives/  Wom- 
en's Work.  The  Femi- 
nist Press 


9-12 


National  Women's  His- 
tory Week  Project 


We  the  People:  Sex  Bias 
in  American  History. 
Patricia  Campbell, 
Georgia  State 
University 


K-12 


Teachers 
of  K- 
12 


12  books  to  sup- 
plement Eng- 
lish and  social 
studies 
curricula 


1  printed  guide 
for  teachers 
and  1  for 
community 
organizers. 

Module  contain- 
ing audio  cas- 
sette tape  and 
written 
materials 


Historical  approach: 
uses  diaries,  letters, 
biographies,  oral  his- 
tories, poems «  and 
Casays 


To  promote  celebrations 
of  Women's  History 
Week  in  March.  Rec- 
ommends speakers, 
activities,  and 
resources 

To  help  teachers  amend 
their  U.S.  history  in- 
struction to  better  rep- 
resent women  in 
hisiory 


Extensive  national  field 
test  in  varied  SES 
schools.  Books  on 
Third  World  women 
especially  effective 
with  Blacks  and  His- 
panic students.  Some 
males  reacted  with 
hostility 

Spread  from  1  school 
system  to  a  national 
celebration  in  3  years 


Field-tested  in  social 
studies  methods 
courses. 


The  Feminist  Press,  Box 
334,  Old  Westbury, 
NY  11568 


National  Women's  His- 
tory Week,  Box 
3716,  Santa  Rosa, 
CA  95402 


Education  Development 
Center,  55  Chapel 
Street,  Newton,  MA 
02160 


Note  Data  were  contributed  by  Susan  Gross,  Susan  Groves.  Lisa  Hunter,  Molly  MacGregor,  Kalhryn  S^otl,  The  Fcnuntsl  Press,  and  the  l>ppcr  Midwest  Women's 
History  Center. 
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of  women  from  history  and  world  culture  textbooks.  Most  of  the  projects  contain 
materials  for  student  use  as  well  as  teachers'  guides.  These  materials  are  gener- 
ally  used  as  supplementary  lessons  in  social  studies  and  occasionally  in  language 
arts  courses.  Other  sex  equity  materials  that  are  appropriate  for  students  in  social 
studies  classes  are  described  in  chapters  11,  14,  and  1 8,  on  classroom  organiza- 
tion and  climate,  reading  and  communication  skills,  and  career  and  vocational 
education.  The  other  issues  identified  in  the  first  part  of  this  chapter  have  not 
received  the  same  amount  of  attention.  As  mentioned  earlier,  recent  research  has 
indicated  that  when  economics  is  required  in  secondary  schools,  female  students 
learn  as  much  as  male  students  (McCulloujh,  1980;  Hahn,  1982).  However,  no 
programs  were  identified  that  confront  the  issue  of  the  low  level  of  political 
knowledge  among  females  as  compared  to  males.  Similarly,  none  were  found 
that  address  the  basis  of  the  different  political  attitudes  found  among  female  and 
male  youth  in  the  United  States  or  the  negative  attitudes  of  American  students 
compared  to  students  in  other  parts  of  the  world  with  regard  to  the  role  of  women 
as  political  leaders.  Finally,  no  programs  were  found  that  teach  students  about 
women's  rights  legislation  or  that  consciously  help  students  counter  the  effects  of 
the  hidden  curriculum — either  on  student  learning  or  on  attitudes  related  to  social 
studies. 

Teacher  Education 

The  success  of  a  sex-fair  social  studies  curriculum  depends  to  a  great  extent 
on  helping  teachers  to  identify  and  challenge  sex  bias  in  their  own  attitudes,  in 
their  classroom  practices,  and  in  curricular  material.  Furthermore,  teacher  educa- 
tion must  provide  teachers  with  positive  examples  of  sex-equitable  alternatives. 
The  ideal  social  studies  teacher  should  have  a  thorough  understanding  of  sex  role 
socialization  and  sex  role  stereotyping,  the  role  of  women  in  history,  the  history 
of  the  family,  the  role  of  women  in  the  economy  from  both  a  historical  and  a 
contemporary  legal  and  political  perspective,  and  the  interrelationships  between 
gender,  class,  and  race  issues.  In  addition,  the  ideally  educated  social  studies 
teacher  should  know  how  to  analyze  all  types  of  media  and  curricular  materials 
for  general  bias  as  well  as  sex  bias.  Knowledge  of  and  access  to  sex-fair  social 
studies  materials,  both  for  reference  and  for  classroom  use,  are  another  facet  of 
this  ideal  teacher  makeup.  These  characteristics  represent  the  objectives  and 
challenges  that  have  been  presented  to  social  studies  professionals  who  are 
involved  in  teacher  training  at  both  the  preservice  and  inservice  levels. 

'^he  following  discussion  provides  a  view  of  what  is  being  done  in  social 
studies  teacher  education  to  realize  the  goals.  The  information  available  on  the 
topic  is  uneven;  moreover,  evaluative  data  are  scarce.  It  is  nonetheless  important 
to  chronicle  the  responses  of  teacher  educators  in  social  studies;  to  discuss  what 
has  been  effective  where  there  is  evidence  to  support  claims  of  effectiveness;  and 
to  suggest  future  directions  for  tea.  her  education  in  the  social  studies.  Together 
the  variety  of  programs  and  approaches  demonstrate  four  major  points: 
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!•  Introductory  courses  in  history  and  the  social  sciences  have  been  revised  at 
many  colleges  to  incorporate  feminist  scholarship. 

2.  Financial  incentives  to  institutions  and  to  individual  faculty  members  have 
been  effective  in  stimulating  curriculum  revision  to  include  feminist 
scholarship. 

3.  A  few  preservice  social  studies  methods  courses  have  been  revised  to  draw 
attention  to  the  need  for  sex  equity  in  instruction  and  to  introduce  beginning 
teachers  to  resources  for  teaching  about  women. 

4.  Inservice  summer  institutes  are  an  effective  means  of  retraining  experienced 
teachers  when  they  include  lectures  and  seminars  on  feminist  scholarship 
and  on  the  development  of  curricular  materials  by  teachers  for  use  in  their 
own  teaching. 

Preservice  Teacher  Education.  In  social  studies,  preservice  teacher  edu- 
cation consists  of  college-level  coursework  in  the  social  sciences  and  courses  in 
curriculum  and  instructional  methods  for  social  studies.  Social  science  course- 
work  falls  in  the  domain  of  preservice  education  because  the  specific  knowledge 
and  world  view  implicit  in  course  content  form  the  basis  for  future  social  studies 
teaching  in  schools.  There  is  a  trickle-down  effect  from  college-level  courses  that 
must  be  acknowledged.  Thus,  efforts  by  college  educators  to  integrate  feminist 
scholarship  into  social  science  courses  are  relevant  :o  a  discussion  of  preservice 
education. 

The  following  four  institutions  provide  examples  of  what  can  be  done  in 
attempting  to  achieve  sex  equity  in  the  social  studies  curriculum: 

Wheaton  College  in  Massachusetts,  with  funding  from  the  Department  of 
Education's  Fund  for  the  Improvement  of  Post-Secondary  Education,  undertook 
a  3-year  project  to  revise  introductory  courses  in  several  disciplines  to  include 
feminist  perspectives.  This  project  has  been  described  as  a  model  for  curriculum 
reform  and  has  been  characterized  as  a  successful  project  by  college  officials 
who  report  that  over  half  of  Wheaton's  faculty  members  have  taken  part  in  the 
program  including  many  who  were  not  previously  involved  in  research  on  wom- 
en (Hook,  1981;  Merrill,  1982). 

Stanford  University's  approach  centers  on  the  revival  and  revision  of  an 
undergraduate  course  sequence  called  Western  Civilization  so  that  it  reflects 
feminist  theory  and  thought.  This  approach  represents  one  viable  method  of 
curriculum  revision  for  undergraduates:  the  return  to  a  core  sequence  of  required 
courses  that  presents  the  comparable  and  different  experiences  of  men  and  wom- 
en from  a  feminist  perspective,  **  noting  the  incompleteness  of  the  record  on 
women,  (andj  examining  the  power  relations  in  the  past  which  caused  the  in- 
completeness" (Lougee,  1981). 

Wellesley  College  awarded  35  fellowships  to  faculty  members  in  univer- 
sities across  the  United  States  to  enable  them  to  conduct  research  on  women 
"that  would  lead  to  a  ^balancing  of  views  of  men  and  women'  in  the  college 
curriculum"  (Hook,  1981).  This  program  was  based  on  the  premise  that  college 
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faculty  arc  willing  to  avail  tiicmselvcs  of  feminist  thought  and  research,  but  that 
the  reeducation  process  takes  time,  and  release  time  is  a  critical  factor.  Fel- 
lowships provide  both  the  time  and  incentive  for  faculty  participation  (Hook, 
1981). 

Utah  State  University,  in  a  project  directed  by  Judith  Gappa  and  Judith 
Pearce  and  funded  by  the  Women's  Educational  Equity  Act  Program,  developed 
a  series  of  course  syllabi  entitled  '*Sex  and  Gender  in  the  Social  Sciences: 
Reassessing  the  Introductory  Course"  (Gappa  &  Pearce,  1980).  Course  guides 
for  introductory  microeconomics,  psychology,  and  sociology  were  written  by  the 
project  staff  based  on  the  premise  that  womei»  are  underrepresented  in  basic 
social  science  curricula  because  facult}  do  noi  have  time  to  revise  their  courses. 
Having  experts  provide  course  outlines  that  include  feminist  thought  and  schol- 
arship is  a  reasonable  solution  to  the  problem.  An  important  part  of  the  project 
was  faculty  participation  in  the  evaluation  and  revision  of  course  guidelines. 

Periodically,  networks  of  educators  meet  to  discuss  bringing  sex-equitable 
materials  into  undergraduate  education.  At  the  1981  Wingspread  Conference, 
women's  studies  scholars  and  college  administrators  gathered  to  discuss  strat- 
egies for  integrating  scholarship  about  women  into  the  liberal  arts  curriculum. 
Representatives  from  Wellesley  College  reported  that  there  were  49  projects 
under  way  around  the  United  States  that  were  designed  to  bring  about  changes  in 
core  undergraduate  curricula,  including  the  social  sciences  (Mcintosh,  1982). 
Although  research  that  assesses  the  effects  of  these  projects  is  not  available,  it 
would  be  accurate  to  say  that  the  focus  on  sex  equity  in  colleges  and  universities 
has  led  to  both  an  awareness  of  the  problem  of  a  male-centered  curriculum  and 
the  generation  of  positive  solutions  in  the  form  of  faculty  development  and 
curriculum  revision.  The  next  critical  phase  of  the  process  is  a  comprehensive 
evaluation  to  examine  the  effects  of  curriculum  revision  on  faculty,  students, 
and,  uhimately,  future  social  studies  teachers. 

Another  .ucet  of  preservice  teacher  training  that  merits  consideration  here 
is  coursework  in  education.  Because  in  chapter  9  Myra  and  David  Sadker  have 
dealt  with  general  courses  in  education  such  as  educational  psychology  and  the 
history  of  education,  discussion  here  is  confined  to  courses  in  curriculum  and 
instruction  in  social  studies. 

Definitive  statements  about  what  is  taught  and  the  degree  to  which  sex 
equity  issues  are  addressed  would  be  presumptions  given  the  lack  of  data,  but 
there  are  some  indications  of  both  the  need  for  change  and  change.  For  example, 
one  study  of  18  social  studies  methods  textbooks  published  between  1975  and 
1979  found  that  only  five  books  discussed  sex  bias  as  a  problem  social  studies 
teachers  should  confront  (Hahn,  1980).  However,  informal  reports  at  meeting: 
of  the  National  Council  for  Social  Studies  (NCSS)  and  the  NCSS  Special  Interes' 
Group  for  Sex  Equity  in  the  Social  Studies  have  indicated  that  sex  bias  and  sex 
equity  arc  regularly  addrcssed  in  the  methods  courses  of  some  instructors  today 
(Bernard-Powers,  1981).  For  example,  teacher  interns  in  Stanford  University's 
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Secondary  Teacher  Education  Program  have  been  required  to  analyze  materials 
for  sex  bias.  They  have  also  been  introduced  to  available  resources  for  integrat- 
ing women  into  the  social  studies  curriculum,  and  they  have  regularly  discussed 
the  importance  of  including  women's  history  and  social  history  in  the  curricu- 
lum. Further  evidence  is  found  in  a  recent  study  of  sex  equity  in  teacher  educa- 
tion; the  researcher  found  that  five  institutions  reported  the  inclusion  of  sex-fair 
curriculum  resources  and  instructional  methods  in  iheir  social  studies  methods 
courses  (Lather,  1983). 

The  studies  of  methods  textbooks  and  the  informal  reporting  discussed 
above  indicate  that  some  future  social  studies  teachers  are  being  exposed  to  sex 
equity  issues  and  concerns.  Nevertheless,  there  is  a  dire  need  for  mure  compre- 
hensive and  extensive  evaluation  of  the  extent  to  which  sex  equity  topics  aie 
addressed  in  social  studies  methods  courses.  Such  research  should  document 
how  many,  to  what  extent,  and  by  what  means  social  studies  methods  courses 
and  instructors  address  sex  equity  issues.  It  should  also  include  both  short-term 
and  long-term  assessments  of  the  impact  of  sex  equity  training  on  preservice 
teachers,  their  students,  and  their  colleagues. 

In  summary,  preser/ice  teacher  training  is  a  critical  link  in  the  process  of 
creating  sex-equitable  so.;ial  studies  curricula  and  instruction.  College-level  so- 
cial science  courses  that  reflect  euirent  research  and  scholarship  constitute  an 
important  part  of  future  socia!  studies  teachers'  preservice  training.  The  pro- 
grams designed  to  integrate  feminist  perspectives  and  gender  research  into  the 
mainstream  curricula  through  faculty  training  and  development  and  curriculum 
revision  will  play  a  significant  role  in  the  education  of  future  social  studies 
teachers »  The  initiation  of  the  49  programs  referred  to  earlier  in  this  section  is 
evidence  of  the  positive  impact  of  concern  for  sex  equity.  Similarly,  informal 
reporting  from  a  limited  number  of  people  suggests  that  some  method"  courses 
have  changed  to  include  issues,  strategies,  and  rcsouces  relevant  to  sex  equity.  In 
the  future,  mor^  reliable  and  systematic  reporting  and  evaluation  in  this  area  are 
needed. 

Insemce  Teacher  Education.  Training  those  who  are  already  in  the 
classroom  is  potentially  more  important  than  preservice  training.  Given  a  matur- 
ing teaching  population— the  average  numbers  of  years  of  teaching  experience, 
according  lo  a  1979  National .  ience  Foundation  survey  of  math,  science,  and 
social  studies  teachers,  was  1 1.9  years — we  cannot  rely  on  younger  teachers  to 
carry  the  burden  of  reform  (National  Science  Foundation,  1980).  Reform  in 
social  studies  curricula  greatly  depends  on  retraining  teachers  currently  in  the 
fleld. 

There  are  numerous  settings  and  forums  in  which  inscrvice  ed.  jation  in 
social  studies  currently  rakes  place.  Professional  associations  such  as  the  Na- 
tional Council  for  the  Social  Studies,  teacher  centers,  school  systems,  and  pri- 
vately funded  organizations  offer  inscrvice  training  workshops  that  vary  consid- 
erably in  duration  and  format.  The  summer  institute  is  a  popular  format  that 
enjoys  considerable  advantage  over  the  **one-shct"  or  short-term  inscrvice  pro- 
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gram.  It  affords  the  lime  necessary  to  learn  new  content  and/or  new  theoretical 
frameworks.  The  Sarah  Lawrence  Summer  Institute  in  Women's  History  and  the 
Stanford  Summer  Institute  in  Women  s  History  are  excellent  examples  of  such 
an  approach. 

The  Sarah  Lawrence  Summer  Institute  in  Women's  History  was  a  3-week 
piogram  for  high  school  teachers  that  was  designed  to  facilitate  the  integration  of 
women's  history  into  secondary  courses.  It  was  cospunsored  by  the  American 
Historical  Association  and  Sarah  Lawrence  College.  Participants  heard  lectures 
in  women's  history,  critiqued  classroom  materials  currently  used,  and  developed 
curricular  materials.  The  two  basic  objectives  of  the  institute  were,  first,  to  have 
participants  share  their  new  knowledge,  enthusiasm,  and  curriculum  with  per- 
sonnel in  their  school  districts;  and  second,  to  create  a  summer  institute  model 
that  would  be  replicable. 

The  curricular  materials  that  were  designed  during  the  workshop  were 
field-tested  by  participants  throughout  the  following  year  and  subsequently  re- 
vised. A  year  after  the  institute,  participants  reported  that  they  had  been  able  to 
share  the  content  and  curriculum  with  colleagues,  administrators,  and  people  in 
the  community.  In  the  summary  report  the  evaluators  concluded  that  "the  Sarah 
Lawrence  Summer  Institute  m  Women's  History  has  fulfilled  its  objectives  in  a 
highly  successful  manner.  It  trained  students  in  women's  history;  it  produced 
learning  packets  for  use  in  teaching  women's  history;  it  encouraged  the  develop- 
ment of  a  support  network;  and  it  has  provided  a  valuable  experience  which 
should  serve  as  a  model  for  future  institutes"  (Sammons  &  Kolb,  1978). 

There  were  two  spin-offs  from  this  institute  that  deserve  mention.  One  was 
the  subsequent  development  by  the  women's  skudies  department  at  Sarah  Law- 
rence of  an  inservice  course  for  high  school  teachers  on  integrating  women's 
history  into  the  high  school  curriculum.  The  second  was  the  development  of  the 
Stanford  Summer  Institute  in  Women's  History,  modeled  after  the  Sarah  Law- 
rence institute. 

The  Upper  Midwest  Women's  History  Center  provides  another  example  of 
inservice  education  focused  on  sex  equity  in  social  studies.  The  5-day  program 
was  divided  between  lecture/discussions  that  concentrated  on  historical  periods 
and  topics,  and  the  presentation  of  bibliographies  and  curricular  materials  for 
classroom  use. 

These  inservice  summer  institutes  for  social  studies  teachers  were  suc- 
cessful in  changing  the  behavior  and  perceptions  of  teachers.  The  majority  of 
teachers  indicated  that  they  had  leuiiied  new  ideas  and  strategies  as  a  result  of  the 
workshop  experience  and  that  they  iiitended  to  use  them  in  their  classrooms  and 
to  disseminate  them  to  others  in  the  school  and  community. 

Developments  in  inservice  education  have  provided  the  most  positive  evi- 
dence of  the  impact  of  sex-equitable  policies,  programs,  and  practices.  The 
success  of  the  summer  institutes  described  in  this  report  suggests  that  the  models 
generated  should  be  replicated  elsewhere.  Inservice  education  may  be  the  most 
potent  tool  for  influencing  the  greatest  number  of  social  studies  teachers.  As  is 
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true  in  other  areas,  there  is  a  need  for  more  comprehensive  evaluation  and 
research  to  assess  the  comparative  effectiveness  of  inservice  progiams  in  attract- 
ing participants,  retraining  teachers,  providing  for  dissemination  of  materials  and 
expertise  in  local  districts,  and  ultimately  affecting  students. 

In  reflecting  on  the  need  for  sex  equity  training  for  social  studies  educators, 
we  note  that  no  programs  or  policies  have  been  identified  that  attempt  to  increase 
the  number  or  status  of  women  within  the  profession.  Rather,  the  purpose  of 
programs  for  adults  has  been  to  influence  both  male  and  female  social  studies 
teachers  to  teach  more  intelligently  about  women, 

RECOMMENDATIONS 

In  a  wide  variety  of  organizations  and  institutions,  action  has  been  taken  to 
foster  research,  develop  curricula,  and  support  teacher  training  that  ultimately 
contributes  to  sex  equity  in  social  studies.  The  work  that  has  been  done  and  the 
progress  that  has  been  realized,  as  well  as  the  work  that  needs  to  be  done,  suggest 
the  following  recommendations. 

An  impressive  array  of  curricular  materials  has  been  developed  to  supple- 
ment classroom  instruction  and  materials.  The  continued  dissemination  of  these 
materials  is  a  critical  step  toward  sex-equitable  social  studies.  At  the  same  time, 
publishers  of  textbooks  for  social  studies  at  all  levels  need  continued  encourage- 
ment to  revise  their  old  texts  and  publish  new  ones  that  are  sex-fair  and  include 
recent  feminist  scholarship  in  the  social  sciences. 

While  it  has  been  demonstrated  that  students  in  government  and  economics 
courses  learn  less  about  women  than  they  do  about  men,  we  have  not  identified 
any  programs  that  attempt  to  rectify  the  inequity.  Because  government/civics 
and  economics  courses  are  required  for  high  school  graduation  in  most  states,  it 
is  particularly  important  that  curriculum  development  be  undertaken  in  those 
areas.  In  the  1970s,  federal  funding  was  an  impetus  that  helped  bring  about 
curriculum  revision.  In  the  future,  local  school  systems,  state  education  agen- 
cies, and  private  foundations  will  need  to  act  as  additional  catalysts  for  curricular 
change. 

Gender  stereotyping  does  decline  when  students  are  exposed  to  instruction 
specifically  directed  at  that  goal.  Such  instruction  should  be  part  of  the  curricu- 
lum in  all  elementary  and  middle  schools.  Social  studies,  language  arts,  and 
career  exploration  objectives  can  thus  be  approached  in  an  integrated  unit  of 
study. 

Authors  of  social  studies  methods  books  and  professors  of  social  studies 
methods  should  give  both  preservice  and  inservice  teachers  guidance  in  how  to 
eliminate  sexism  from  social  studies  curricula  and  instruction.  Numerous  articles 
published  by  the  National  Council  for  the  Social  Studies  and  its  state  affiliates  are 
available  to  support  these  efforts. 

State  social  studies  organizations,  teachers'  centers,  and  universities 
should  offer  inservice  courses  to  enable  teachers  to  learn  how  new  scholarship  on 
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women  may  influence  the  teaching  of  history,  psychology,  and  the  social  sci- 
ences. Directors  of  the  programs  can  benefit  from  the  experiences  of  others  who 
have  conducted  similar  institutes.  This  approach  is  desperately  needed  because 
teachers — no  matter  how  well-intentioned — are  themselves  products  of  the  tra* 
ditional,  sex-biased  curriculum.  In  order  to  break  the  cycle,  they  must  have  the 
opportunity  and  encouragement  to  learn  feminist  history  and  social  science.  At 
the  same  time,  beginning  teachers  must  have  the  opportunity  to  take  women's 
studies  courses  or  sex-fair  history  and  social  science  courses  in  their  undergrad- 
uate programs. 

Finally,  more  research  is  needed  in  several  areas  that  touch  on  social 
studies.  What  are  the  effects  of  the  sex-fair  materials  and  programs  on  student 
learning  and  attitudes?  (Both  locally  and  nationally  developed  programs  need  to 
be  evaluated  in  the  particular  setting  in  which  they  are  used.)  To  what  extent 
have  sex  equity  programs  been  disseminated,  and  what  are  the  inhibitors  and 
facilitators  of  effective  adoption  and  implementation?  Do  female  and  male  stu- 
dents learn  equally  well  from  the  various  strategies  employed  in  so  ial  studies, 
such  as  role  playing  or  competitive  games,  and  how  can  research  on  the  effects  of 
status  in  the  classroom  inform  social  studies  teaching?  In  reading  and  science, 
teacher  expectations  have  been  found  to  affect  student  achievement.  Do  social 
studies  teachers  hold  different  expectations  for  females  than  males  in  particular 
courses  such  as  foreign  policy  and  economics  as  opposed  to  sociology,  and  do 
those  different  expectations  affect  student  achievement? 

There  is  some  evidence  that  females  display  fewer  assertive  behaviors  than 
males  in  secondary  school  social  studies  classes  (Hedrick  &  Chance,  1977). 
More  research  is  needed  to  determine  the  extent  to  which  this  occurs,  its  possible 
effect  on  achievement,  and  whether  teacher  training  or  student  education  can 
change  the  pattern. 

Research  on  career  choices  and  on  political  socialization  suggests  that 
classroom  instruction  has  a  greater  influence  on  knowledge  than  on  attitudes — 
with  the  notable  exception  that  positive  attitudes  develop  when  the  climate  of  the 
classroom  and  of  the  school  reflects  the  goals  that  are  evoked  (Dodson,  1973; 
Ehman,  1980;  Grant,  1977;  Pope,  1971;  Sullivan,  1975;  Vettcr  &  Sethney, 
1972).  This  suggests  that  a  sex-fair  curriculum  needs  to  be  reinforced  by  a  hidden 
curriculum  in  which  sex  equity  is  practiced.  Then,  attitudinal  changes  as  well  as 
knowledge  gains  may  result.  Research  is  needed  to  test  this  hypothesis. 

These  are  just  a  few  examples  of  the  questions  we  cannot  yet  answer. 
There  are  others  to  which  we  now  have  responses.  For  example,  we  know  that 
instruction  can  increase  students'  knowledge  of  women's  history.  But  whether 
that  finding  is  put  to  widespread  use  or  not  remains  to  be  seen.  The  realization  of 
sex  equity  in  social  studies  depends  on  the  cooperation  of  local  school  districts, 
which  can  support  and  encourage  the  use  of  available  materials;  teacher  centers, 
teacher  training  institutions,  and  professional  organizations  that  can  support  and 
encourage  preservice  and  inservice  training  that  addresses  sex  equity  issues; 
individual  researchers  and  their  institutional  support  systems  who  can  explore  the 
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unanswered  questions;  and  the  publishing  concerns,  special  agencies,  and  text- 
book authors  who  produce  the  classroom  materials  from  which  our  students 
learn.  Working  in  concert,  these  individuals,  agencies,  and  institutions  can  meet 
the  challenge  of  providing  sex-equitable  social  studies  education. 
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Artists,  art  historians,  and  art  critics  have  begun  to  identify  and  move  against  the 
inequitable  effects  of  sexism  in  the  professional  art  world.  In  education,  the 
campaign  for  sex  equity  has  brought  about  revisions  in  the  teaching  of  many 
subjects.  Yet,  art  educators  have  oniy  recently  paid  serious  attention  to  the  issues 
raised  and  actions  taken  by  feminists  in  the  parent  fields  of  art  and  education. 
The  purpose  of  this  chapter  is  to  review  these  emerging  sex  equity  issues  and 
initiatives  in  art  education  and,  in  light  of  these,  to  make  recommendations  for 
future  sex  equity  research  and  practice  in  the  discipline.  The  field  of  art  educa- 
tion includes  a  broad  spectrum  of  concerns  and  occupations:  preschool,  elemen- 
tary, and  secondary  public  and  private  school  art  teaching  and  administration; 
undergraduate  art  teacher  education  and  certification;  graduate  studies  in  art 
education;  museum  education,  art  therapy,  and  nonacademic  art  teaching;  and  art 
education  research  and  development.  Where  possible,  attention  will  be  given  to 
the  unique  problems  and  opportunities  for  sex  equity  in  these  various  realms  of 
art  education. 

SEX  EQUITY  ISSUES  IN  ART  EDUCATION 

The  identification  and  analysis  of  sexism,  as  well  as  prescriptions  for  its 
remedy,  continue  to  be  debated  among  those  concerned  with  sex  equity  issues  in 
art.  The  significant  discrepancies  between  female  and  male  participation,  condi- 
tions of  work,  achievement,  and  rewards  that  have  been  documented  by  feminist 
artists,  art  historians,  critics,  and  educators  indicate  inequities  in  the  areas  of 
professional  art  production,  history,  criticism,  and  higher  education  in  art  and  art 
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education.  Furthermore,  Inequitable  educational  patterns  in  higher  education 
have  their  counterparts  in  the  public  school  art  classroom.  That  sex  inequities 
exist  in  art  and  art  education  and  that  reforms  are  needed  to  bring  about  increased 
sex  equity  in  art  and  society  ere,  however,  matters  of  general  agreement.  As  a 
goal  for  art  education,  sex  equity  would  mean  equal  female  and  male  participa- 
tion in  all  art-related  activities,  under  equal  conditions,  with  commensurate 
achievement  and  reward.  In  order  for  women  to  be  able  to  participate  equally  in 
the  world  of  art,  they  must  have  equal  representation  in  the  establishment  of 
criteria  for  achievement  in  the  application  of  these  criteria,  and  in  the  determina- 
tion and  distribution  of  the  benefits  and  rewards  for  artistic  merit.  It  is  further 
assumed  that  the  conditions  for  participation  and  achievement  in  art  will  require 
equal  effort  and  bring  equal  satisfaction  for  individuals  of  either  sex. 

In  summarizing  the  problem  of  sex  inequity  in  art  and  art  education,  three 
key  issues  emerge.  These  involve  questions  surrounding  the  status  of  women  in 
art  and  art  education,  sex-fair  and  sex-affirmative  content  and  practice  in  art 
education,  and  curricular  equity  for  art  in  public  schools. 

The  Status  of  Women  in  Art  and  Art  Education 

Women  within  the  fields  of  art  and  art  education  are  often  treated  and/or 
view  themselves  as  second-class  citizens.  Although  females  tend  to  equal  or 
outnumber  male  students  at  entry  levels  of  art  education,  males  have  dominated 
art  education  and  art  world  hierarchies.  Fewer  women  than  men  are  represented 
in  prestigious  exhibitions  and  museum  collections  (Baker,  1971;  Lippard,  1971; 
Wayne,  1972).  Fewer  women  artists  have  received  coverage  and  recognition  by 
art  critics  and  art  historians  (Nemser,  1973;  i  lOchlin,  1971 ;  Petersen  and  Wilson, 
1976).  Historical  and  critical  evaluations  of  women's  art  have  often  been  sexist 
in  effect  if  not  intent  (Chicago,  1975;  Nemser,  1972a,  1972b).  In  terms  of 
positions,  ranks,  and  salaries,  women  have  not  achieved  parity  with  men  in 
educational  institutions,  from  elementary  schools  through  colleges  and  univer- 
sities (Hall,  1973;  Harris,  1972;  Lovano-Kerr,  Semler,  &  Zimmerman,  1977; 
Michael,  1977;  Packard,  1977;  White  &  White,  1973;  Whitesel,  1975a).  While 
young  men  might  be  discouraged  from  entering  art-related  fields  because  of  art's 
popular  feminine  identification  (Wayne,  1974),  once  they  have  entered  they  not 
only  receive  disproportionately  more  recognition  and  rewaiii  (Lippard,  1971; 
Nemser,  1973),  they  will  also  have  had  more  exposure  to  same-sex  role  models. 

Although  anecdotal  reports  of  discrimination  against  women  in  art  persist, 
blatant  discrimination  with  regard  to  selection,  admission,  treatment,  condition, 
and  reward  has  diminished  in  response  to  consciousness  raising,  political  protest, 
and  legal  confrontation  (Glueck,  1980).  In  addition  to  a  residue  of  intentional 
discrimination,  other,  more  subtle  inequities  may  be  partly  responsible  for  wom- 
an's lower  status  in  art.  It  has  been  suggested,  for  example,  that  women  begin  to 
fail  the  informal  tests  of  seriousness,  commitment,  and  belief  in  their  own 
abilities  as  they  go  on  to  higher  education  in  art  or  enter  art-related  professions 
(Whitesel,  1975b). 
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The  relationship  between  the  status  of  women  in  art  and  the  education  of 
female  and  male  students  in  art  has  not  been  adequately  researched.  Indeed,  sex 
inequities  in  art  education  at  the  public  school  level,  which  might  foreshadow 
women's  lesser  status  in  the  art  world,  are  not  immediately  apparent.  Girls  elect 
(o  take  art  as  often  as  boys  do,  and  if  there  are  inequities  of  achievement  related 
to  sex,  the  nature  of  art  and  art  education  makes  their  identification  and  measure- 
ment difficult.  While  art  educators  often  value  creativity,  self-expression,  and 
craftsmanship,  there  is  no  firm  consensus  as  to  the  particular  skills,  attitudes,  and 
concepts  that  are  essential  for  achievement.  Furthermore,  preparation  for  careers 
in  art  is  often  not  a  primary  concern  of  art  educators  who,  along  with  many 
school  systems,  view  art  as  a  life  enrichment  or  developmental  experience. 

In  addition,  chapter  5,  "Facts  and  Assumptions  about  the  Nature  of  Sex 
Differences,"  reports  several  sex  differences  that  would  seem  to  preclude  or 
make  difficult  female  achievement  in  an  art  world  that  puts  a  premium  on  self- 
directed  and  risk-taking  behavior.  Among  these  are  differences  in  verbal  and 
spatial  abilities,  confidence,  conformity,  dependency,  empathy,  cooperation, 
aggression,  self-esteem,  self-concept,  media  depictions,  and  life  experiences 
such  as  parental  expectations.  A  recent  review  of  this  literature  selects  those 
reported  sex  differences  potentially  related  to  art  performance  and  suggests  that 
art  educators  begin  to  inquire  into  the  role  of  such  differences  in  art  achievement 
(Sherman,  1982).  One  key  sex  equity  need  in  the  field  is  to  test  and  evaluate  art- 
related  sex  differences  as  possible  variables  in  the  determination  of  women's 
status  in  art  and  possible  sources  of  sex  inequity  in  art  education. 

Sex-Fair  and  Sex-Affirmative  Content 
and  Practice  in  Art  Education 

The  content  and  practice  of  art  education  in  some  ways  is  outdated  as  well 
as  sexist  in  orientation.  Much  art  content  that  is  taught  is  based  on  the  white, 
Western,  male  viewpoint  of  art  history  and  criticism  (Vogel,  1974;  Nochlin, 
1974).  The  women's  art  movement  has  raised  aesthetic,  ethical,  and  pedagogic 
issues  that  challenge  the  sexist  content  and  practice  of  art  teaching.  These  issues 
include  the  exclusion  of  the  female  artist  from  Western  art  history;  the  image  of 
women  in  fine  and  commercial  art;  the  sexist  implications  of  the  fine  arts  and 
crafts  hierarchy;  art  criticism  that  assumes  or  reinforces  notions  of  female  artistic 
inferiority;  the  social  and  psychological  values  of  art;  careerism  and  dilettantism; 
and  new  modes  of  historiography  of  art.  Attention  to  these  issues  promises  not 
only  revisions  in  content  and  practice  that  are  sex-fair  and  sex-affirmative  but 
also  the  enlargement  of  the  personal  and  cultural  relevance  of  art  education  for  all 
individuals.  In  particular,  collective  experience  and  reports  of  common  practices 
suggest  the  following  five  areas  where  these  issues  affect  art  education: 
1.  Interpretation  of  interest  in  art.  Female  interest  in  art  is  likely  to  be  per- 
ceived as  different  in  type  and/or  degree  from  male  interest.  In  other  words, 
the  traits  of  seriousness,  commitment,  and  belief  in  one's  own  abilities  are 
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ascribed  to  boys  who  express  an  interest  in  art,  while  it  is  assumed  that  girls' 
interest  in  art  is  probably  a  personal  desire  for  pursuing  gender-appropriate 
accomplishments.  Boys  might  need  assurance  that  noncareer  values  are  to 
be  found  in  art  for  males  as  wdl  as  for  females,  and  girls  might  need 
assurance  that  a  career  interest  in  art  is  appropriate  for  women  as  well  as  for 
men.  Actual  or  potential  conflict  between  art  career  fc;0'»h,  personal  values, 
and  sex  roles  should  be  a  matter  of  serious  study  (Acurl  uJid  Packard,  197 !); 
Collins,  1977,  1978;  Packard,  1974;  Snyder-Ott,  1974;  Whitesel,  1975a). 

2.  Provision  of  role  models.  If  same-sex  role  models  aie  important  as  sources 
of  motivation  and  self-evaluation  in  art,  the  female  art  student  is  at  a  disad- 
vantage (Bastian,  1975;  Whilesel,  1977).  Feminist  revisions  of  art  history 
and  the  productivity  of  contemporary  women  artists  arc  beginning  to  correct 
this  problem,  but  the  slides  of  art  work  introduced  in  public  school  art 
classes  are  usually  of  the  familiar  male  "greuts."  In  addition,  the  art  values 
in  female  work  that  is  close  at  hand,  such  as  a  grandmother's  quihs  or  a 
classroom  teacher's  bulletin  boards,  are  often  denigrated  by  the  art  teacher. 
The  female  art  student  is  also  frequently  deprived  of  a  strong  female  role 
model  in  that  art  teachers  often  lack  the  confidence  to  perceive  themselves  as 
viable  artists. 

3.  Uncritical  acceptance  of  traditional  art  and  education  values.  Although 
there  are  exceptions,  a  hierarchy  of  art  forms,  media,  processes,  subject 
matter,  and  even  colors  is  assumed  by  many  art  teachers.  Those  materials 
and  processes  that  have  become  associated  with  women  tend  lo  have  the 
lowest  value  in  this  hierarchy;  those  associated  with  male  artists,  the  high- 
est. Thus  watercolors,  embroidery,  and  small-scale  work  are  presented  as 
less  serious  endeavors  than  larger-scale  oil  paintings  or  sculptures  on  themes 
such  as  war.  In  addition,  current  problem-solving  models  for  creativity  have 
tended  to  place  high  values  on  male-associated  personality  characteristics 
such  as  field-independence,  risk  taking,  internalized  goals,  and  the  willing- 
ness to  view  both  the  natural  and  the  human  environment  in  terms  of  instru- 
mentalities (Helson,  1974).  Uncritical  acceptance  of  low  valuations  of 
female-dominated  art  forms  and  feminine  personality  characteristics  rein- 
forces notions  of  female  inferiority  in  art  and  effectively  reduces  the  pool  of 
credible  female  role  models  and/or  options  for  individual  expression  of  art 
(Loeb,  1975). 

4.  Art  criticism  that  ignores  social  and  psychological  values.  Adhering  to 
formal  analyses  of  artists'  and  students*  work,  most  teachers  generally  allow 
stereotypic  images  of  women  in  fine  and  commercial  art  to  be  presented 
without  serious  question  or  comment.  Art  that  challenges  these  images,  such 
as  contemporary  women's  art  exploring  female  life  and  body  experiences,  is 
likely  to  be  denied  serious  formal  analysis  and  dismissed  as  political  or 
propagandistic  work.  If  it  is  correct  to  assume  that  visual  images  have  the 
power  to  enlighten  or  deceive  as  well  as  to  give  aesthetic  pleasure,  then 
images  of  the  female  and  male,  of  femininity  and  masculinity,  in  both  their 
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fine  and  commcrciai  forms  need  to  be  examined  for  their  impact  on  sex 
equity  in  this  society  and  its  public  school  art  programs  (Berger,  1974; 
Chalmers,  1977;  De  Brettevillc,  1974;  Dobbs,  1975;  Goffman,  1979; 
Janeway,  1974;  Lippard,  1976;  Sandcll,  1980). 
5*  Classroom  practices  and  interactions.  Since  art  courses  often  do  not  use 
textbook  and  lecture/test  approaches,  classroom  practices  and  student-teach- 
er interactions  related  to  studio  activity  become  major  components  of  course 
content  (Feinberg,  1977;  Majewski,  1978),  The  general  significance  of 
classroom  interactions  has  been  addressed  in  chapter  11,  "Sex  Equity  in 
Classroom  Organization  and  Climate,"  and  has  particular  relevance  to 
teaching  art  in  public  schools.  Many  practices  in  the  typical  art  class 
thoughtlessly  reinforce  sex-stereotyped  behaviors  and  arc  of  no  value  for  the 
study  of  art  (Belotti,  1978;  Kuhn,  1980;  Ricks  &  Pyke,  1973).  Boys  are 
asked  to  lift  heavy  equipment;  girls,  to  clean  the  brushes.  Moreover,  gender- 
related  life  experiences  that  might  relate  both  positively  and  negatively  to 
student  art  work  are  not  discussed. 

The  cumulative  effects  of  sex  bias  in  content  and  practice  in  art  education 
have  been  experienced  but  not  measured.  While  research  is  needed  to  give 
direction  and  credibility  to  revisions  in  content  and  practice,  a  heightened 
awareness  of  sex  bias  in  teaching  art  should  bring  about  substantial  efforts  to 
develop  sex-fair  and  sex-affirmative  curricula  and  instruction  in  art  education. 

Canicular  Equity  for  Art  in  the  Public  Schools 

The  inequity  of  art  as  a  discipline  in  school  and  society  is  an  issue  strongly 
tied  to  sex  equity,  since  art,  along  with  nursing  and  home  economics,  has  been 
assigned  a  feminine  identification  in  our  culture.  The  fact  that  art  is  viewed  as  an 
educational  frill  with  low  curricular  and  budgetary  status  in  public  schools  is 
closely  related  to  this  identification.  The  fact  that  certain  art  forms,  media, 
processes,  and  content  are  viewed  as  more  femir'^e  and  of  lower  status  within 
the  art  world  reinforces  this  relationship.  As  a  consequence,  most  individuals  in 
society  have  been  denied  a  high-quality  art  education,  in  part  because  of  biased 
and  scxiSt  attitudes  toward  art  in  general  and  toward  certain  art  forms  in 
particular. 

Evidence  for  the  feminine  identification  of  art  in  this  society  and  its  schools 
is  abundant.  It  exists  in  mythological,  analogical,  and  personifying  beliefs  about 
the  nature  and  value  of  art  (Garrard,  1976;  Wayne,  1974).  Reinforcement  of 
these  popular  notions  is  found  in  the  visible  association  of  women  and  art  at  local 
levels  and  by  psychologists  who  use  an  expressed  interest  in  art  as  an  indicator  of 
femininity  on  personality  tests  (Helson,  1966;  Tyler,  1947).  In  addition,  the 
adjectives  used  to  describe  art  and  women  fulfilling  their  stereotypical  roles  are 
disconcertingly  similar:  ornamental,  sensuous,  intuitive,  nonintellectual,  and 
consoling.  Although  "serious"  art  study  and  careers  take  on  masculine-identified 
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values  and  purposes  within  the  art  world,  men  who  work  at  these  levels  are  often 
stereotyped  as  feminine,  and  art  in  the  public  schools  is  viewed  as  performing  a 
feminine  function  with  regard  to  the  articulation  and  catharsis  of  emotion. 

While  the  marginal  status  of  art  in  the  public  schools  may  not  be  viewed  as 
a  sex  equity  issue  by  some,  this  status  makes  sustained  sex  equity  effort  at  that 
level  very  difficult.  The  feminine  identification  of  art  also  tends  to  obscure  the 
need  for  such  effort.  The  continuing  possibility  that  the  marginal  status  of  art  is 
itself  a  result  of  cuhural  and  educational  sex  bias  (Collins,  1979)  makes  the 
explication  of  this  relationship  a  key  sex  equity  issue  in  art  education  for  the 
public  school  art  and  teacher  education  levels. 

Although  many  issues  remain  unresolved  for  the  feminist  in  art  and  art 
education,  sex  equity  efforts  have  not  waited  upon  their  resolution.  The  remain- 
ing sections  of  this  chapter  review  the  different  approaches  that  have  been  taken 
in  answer  to  sex  equity  issues  in  art  education  and  conclude  with  recommenda- 
tions for  future  sex  equity  efforts. 

SEX  EQUITY  EFFORTS  IN  VISUAL  ARTS  EDUCATION 
The  Women*s  Art  Movement  as  an  Educational  Force 

The  women's  art  movement  of  the  1970s  was  carried  out  primarily  by 
women  artists  and  art  historians  engaged  in  bringing  about  sexual  political  re- 
form in  the  established  art  world  and  in  promoting  a  revisionist  approach  that 
reexamined  art  history  and  traditional  aesthetics  from  a  feminist  perspective 
(Nochlin,  1971;Orenstein,  1975;  Schwartz,  1973).  While  the  focus  of  the  move- 
ment was  mainly  on  the  problematic  issues  regarding  the  making  (production) 
and  the  marketing  of  women's  art,  its  influence  as  an  educational  force  has 
contributed  to  the  increased  visibility,  interest  in,  and  value  of  women's  art  and 
education  during  the  past  decade  (Sandell,  1979). 

The  women's  art  movement  can  be  described  in  terms  of  the  educational 
model  it  provides.  The  process  of  education  occurs  through  (a)  self-,  (b)  infor- 
mal, and  (c)  formal  educational  routes  (see  figure  3).  Descriptions  of  these  areas 
and  sex  equity  efforts  made  in  them  follows. 

Self-education,  This  involves  a  personal  dialogue — the  sharing  and  de- 
veloping of  an  ideology  which  can  establish  personal  and  professional  suppjrt 
and  build  toward  eventual  nonsexist  changes  in  the  art  world  as  well  as  society. 
The  self-education  route  begins  with  increased  awareness  of  discrimination  and 
women's  weak  position  in  the  art  making  and  teaching  labor  markets  (Harris, 
1972,  1973;  White  &  White,  1973)  as  well  as  in  the  art  making  and  selling 
product  markets  (that  is,  women's  low  representation  in  museums,  art  publica- 
tions, and  so  forth)  (Baker,  1971;  Lippard,  1971;  Wayne,  1972).  Provoked  by 
sexist  conditions  that  limited  women's  visibility  in  museums  and  galleries,  wom- 
en artists  began  to  organize  in  1969  to  establish  new  support  systems  for  profes- 
sional women  in  the  arts  (Alloway,  1976;  Nemser,  1974).  Women's  arC  groups 
first  emerged  on  both  the  East  and  West  coasts,  and  later  spread  nationally  and 
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Figure  3,  Model  of  the  women's  art  movement  as  an  educational  force.  (Sourcer 
Adapted  from  "Feminist  Art  Education:  An  Analysis  of  the  Women's  Art  Movement  as 
an  Educational  Force"  by  Rcnec  Sandell,  Studies  in  An  Education,  20(2),  Winter  1979, 
published  by  the  National  Art  Education  Association,  and  from  Women,  Art,  and  Educa- 
tion by  Georgia  Collins  and  Renee  SandeM,  Reston,  VA:  National  Art  Education  Associa- 
tion, 1984.) 


internationally.  The  process  of  self-identification  and  education  for  women  in 
arts  occurs  in  and  through  the  following:  (1)  organizations  am',  cooperatives  for 
women  artists;  (2)  exhibitions  of  women's  art;  (3)  divcrec  pi:blications  to  dis- 
seminate information  to  and  about  women  in  the  arts;  (4)  programs  for  women  to 
participate  in,  such  as  slide  registries  and  directories  of  women's  art,  women's 
art  workshops,  and  special  sessions  at  professional  meetings;  and  (5)  profes- 
sional development  and  in-service  education  for  artist/t<»achcrs  (for  specific  ex- 
amples see  Sandell,  1979,  p.  23).  The  self-education  route  is  a  self-constructed 
path  by  which  women  artists,  art  historians,  art  critics,  educators,  and  students 
can  strengthen  their  individual  and  collective  professional  identities  and  can  then 
enter,  transcend,  and  transform  the  existing  art  market. 

Informal  Education.  Beyond  their  developing  personal  dialogue,  mem- 
bers of  the  women's  movement  educate  other  women  and  men  through  informal 
that  is,  outside  of  the  traditional  formal  classroom.  Their  target  is  mem- 
bers of  the  established  art  world  and  the  general  public.  The  education  process 
includes  visual  and  verbal  dialogues  that  tend  to  threaten  existing  aesthetic  and 
social  attitudes.  A  visual  dialogue  that  confronts  the  public  and  the  art  world  is 
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conducted  through  the  special  exhibitions  of  women\s  art  in  museums  and  art 
galleries  as  well  as  by  the  content  of  the  art  works  themselves.  These  works, 
which  claimed  to  share  female  aesthetic  views  or  sensibilities,  parallel  other 
current  directions  in  contemporary  art  but  establish  a  separate,  categorical  impor- 
tance by  their  segregated  mode  of  presentation.  Feminist  art  includes  these 
trends:  political  art,  autobiographical  art,  a  conscious  search  for  archetypal  imag- 
ery, exploration  of  female  sexuality,  and  a  return  to  crafts  and  decorative  arts  that 
arc  historically  associated  with  women  (Nemser,  1976).  A  written  dialogue 
accompanies  the  visual  dialogue.  It  is  carried  on  by  and  between  ait  critics  and 
art  historians  strongly  identified  with  the  women's  art  movement  <.<'uch  as 
Nochlin,  Lippard,  Nemser,  Orenstein,  and  Alloway),  and  verbally  articulate 
artists  and  art  educators  (such  as  Chicago,  Schapiro,  and  Wayne).  The  written 
dialogue  has  resumed  in  an  extensive  body  of  literature  found  in  subject-specific 
journals  and  articlesv  books,  and  monographs.  This  literature  surveys  the  work  of 
women  artists,  exhibition  catalogues,  bibliographies,  and  newsletters,  all  of 
which  deal  with  the  subject  of  women  and  art  and  a  variety  of  aesthetic  and 
politic:ii  issues  of  the  past  and  present.  In  addition  to  the  specialized  art  publica- 
tions, the  mass  media  have  covered  events  and  ideas  suirounding  the  women 
artists'  efforts  io  inform  the  general  public  (Davis,  1973;  Glucck,  1977;  Hess, 
1977;  Hughes,  1972,  1977). 

In  specific  relation  to  the  teaching  of  art,  the  Women's  Caucus  for  Art  and 
the  Women's  Caucus  of  the  National  Art  Education  Association  have  been  forces 
in  self-  and  informal  education  at  the  national  and  state  lev-  ^  Women's 
Caucus  for  Art  (WCA),  a  professional  organization  forme('  .nat  consists 

of  women  art  historians,  curators,  artists,  and  college  art  tc^-i.^^,  provides  an 
organizational  structure  of  support  for  women  art  educators  in  higher  education 
(especially  women  teaching  fine  arts  as  opposed  to  art  education).  Its  newsletter 
contains  comprehensive  source  material  (books,  films,  and  so  forth)  o>i  women 
artists,  historians,  and  curators  which  is  useful  for  art  teachers  who  wish  to 
develop  nonsexist  art  education  programs.  The  WCA  sponsored  the  first  surveys 
of  college  art  and  art  history  departments  to  establish  the  facts  of  discrimination; 
it  has  also  compiled  course  syllabi  on  women  in  art  and  a  collection  of  slides  by 
women  artists.  These  activities  have  helped  to  promote  sex  equity  activities  in  art 
at  the  university  level. 

Since  its  formation  in  1974,  the  Women's  Caucus  of  the  National  Art 
Education  Association  (NAEA)  has  been  instrumental  in  the  professional  devel- 
opment of  women  art  educators  and  in  the  promotion  of  sex  equity  activities  in 
art  education.  Unlike  the  Women's  Caucus  for  Art,  the  NAEA  NVomen's  Caucus 
consists  primarily  of  university  and  public  school  art  education  teachers.  The 
caucus  publishes  a  quarterly  newsletter  announcing  job  openings,  research  on 
women  artists  and  nonsexist  art  education,  and  reference  material  pertinent  sex 
equity  in  arts  education.  The  organization  has  been  effective  in  advancing  wom- 
en art  educators'  professional  panicipation  and  recognition  through  its  annual 
awards  for  excellence  as  well  as  through  its  support  of  publications  and  slide- 
sharing  sessions  of  women  art  educators'  art  work. 

>V^  3  \  3 
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Although  the  NAEA  Women's  Caucus  is  presently  working  on  developing 
inservice  education,  neitlier  this  group  nor  the  WCA  has  yet  conducted  inservice 
education  related  to  sex  equity  in  art  education.  There  have  been,  however,  some 
scattered  inservice  projects  pertinent  to  these  issues.  For  example,  the  Midwest 
Center  for  Race  and  Sex  Desegregation,  located  in  Manhattan,  Kansas,  has 
conducted  a  few  inservice  workshops  on  nonsexist  and  nonracist  art  education, 
which  focus  primarily  on  consciousness-raising  discussion  groups  for  public 
school  teachers.  In  addition,  summer  institutes  and  conferences  that  provide 
inservice  education  on  sex  equity  in  art  education  have  begun  to  be  offered  on 
university  campuses.  For  example,  the  Mid-Atlantic  Center  for  Sex  Equity  held  a 
one-day  conference  entitled  "Njnsexist  Approaches  to  Teaching  Visual  and 
Performing  Arts,"  the  first  of  its  kind  on  the  East  Coast,  at  American  University 
in  Washington,  D.C.,  in  March  1983. 

Formal  Education  at  the  Higher  Education  Level.  Beyond  self-  and  in- 
formal educational  routes  for  the  enlightenment  of  the  art  worid  and  the  general 
public,  the  women's  art  movement  has  had  an  impact  on  formal  education  at  the 
higher  education  level.  It  has  affected  the  contents  of  university  art  galleries  as 
well  as  studio  art  and  art  history  curricula.  College  art  departments  have  ex- 
panded their  slide  collections  to  include  women's  artistic  contributions  and  have 
offered  special  seminars  on  women's  art.  These  attempts  have  fostered  greater 
awareness  of  the  history  of  women's  art  as  well  as  of  current  personal  and 
professional  needs  of  women  (White,  1976).  Since  the  1970s,  courses  in  fine  arts 
and  art  history  have  been  offered  by  university  art  departments  and  women's 
studies  programs  around  the  country.  The  courses  deal  with  various  issues  raised 
by  the  women's  art  movement  in  academic  settings.  The  courses  fall  into  three 
main  categories:  studio  courses  for  women  art  students;  art  history  courses  on 
women  artists  and/or  the  image  of  women  in  art;  and  socially-oriented  courses  on 
the  role  and  fate  of  women  in  the  art  world  (Spear  &  Gellman,  1975).  These 
courses  and  their  derivative  exhibitions  and  research  projects  constitute  feminist 
art  education  (see  figure  4),  which  is  ongoing  and  influences  the  potential  art 
community  as  well  as  supportive  aesthetic  consumers. 

The  goals  of  feminist  art  education  correspond  to  those  of  women's  studies 
programs  in  the  fine  arts  (White,  1976).  Tne^e  include  research  into  the  history 
of  past  and  present  women  artists,  rediscovering  and  reinterpreting  their  work  as 
well  as  reinforcing  the  image  of  women  in  art;  compensatory  education — filling 
in  the  gaps  in  knowledge  about  women  as  creators  and  as  subjects  in  art;  con- 
sciousness-raising about  the  barriers  that  have  prevented  women  from  producing 
the  quality  and  quantity  of  art  that  men  have;  and  changing  the  status  of  women 
in  the  art  worid.  An  analysis  of  feminist  art  education  based  on  a  sample  of  50 
syllabi  from  courses  offered  In  the  United  States  from  1970  to  1978  noted  the 
curricula  and  instruction  of  women's  studies  courses  in  studio  art,  art  history, 
and  women's  issues  in  the  arts  (Sandell,  1978).  The  three  kinds  of  courses  are 
briefly  described  in  the  paragraphs  that  follow. 

Women's  studies  courses  in  studio  art  are  designed  to  develop  women's 
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Figure  4.  Feminist  art  education:  Location  within  the  universes  of  feminism,  education,  and  the  art  world.  (Source,  Adapted  from  "Feminist  Art 
Education:  An  Analysis  of  the  Women's  Art  Movement  as  an  Educational  Force"  by  Renee  Sandell,  Studies  in  An  Education,  20(2),  Winter  1979, 
oublishcd  by  the  National  Art  Education  Association,  and  from  Women,  Art,  and  Education  by  Georgia  Collins  and  Renee  Sandell,  Reston,  VA: 
i-pi'i  ^Art  Education  Association,  1984.) 
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artistic  skills  further  by  utilizing  traditionally  "masculine"  materials  and  pro- 
cesses such  as  power  tools  or  large-scale  projects.  They  also  attempt  to  develop 
authentic  imagery  and  survival  skills  that  would  make  women's  art  training  more 
practical  and  professional.  An  important  course  goal  is  to  furnish  women  stu- 
dents with  a  support  system  (that  is,  a  community  of  women  artists  who  share 
ideas,  sensibilities,  and  problems)  in  order  to  avoid  the  traditional  isolation  of 
women  artists,  while  strengthening  their  own  professional  commitment.  In  sev- 
eral cases,  collective  student  works  have  culminated  in  public  presentations  and 
exhibitions  around  feminist  themes  such  as  "Womanhouse"  and  "The  Wed- 
ding" (Wilding,  1977).  Some  courses  incorporate  practical  survival  skills  for 
women  training  to  become  professional  artists:  employment  procedures,  setting 
up  a  studio,  making  slides  of  one's  work  and  presenting  them  to  art  dealers, 
maximizing  tax  deductions,  and  coordinating  family  responsibilities  with  studio 
woric.  These  topics,  along  with  the  experience  of  working  with  less  traditional 
media,  tools,  and  processes  to  which  access  has  generally  been  restricted  for 
women,  are  a  kind  of  remedial  instruction. 

Courses  in  revisionist  art  history  focus  on  women  artists'  contributions  to 
the  history  of  art.  Serving  as  a  reversal  of  sexist  surveys  and  filling  in  the  great 
gaps  in  traditional  art  history  books,  which  never  mention  women's  art,  these 
courses  also  examine  the  social  biases  affecting  the  iconographic  role  of  women 
in  works  of  art.  Women  have  generally  been  portrayed  in  service  to  men,  either 
as  temptress/ whore  or  as  venerated  madonna,  mother,  or  muse.  Since  much  of 
the  information  on  women  an-'  ^rt  of  the  past  has  been  unavailable,  unknown,  or 
misrepresented  in  art  history  writings  and  textbooks,  an  overriding  goal  of  these 
courses  is  to  fill  the  great  need  for  scholarly  research  and  enlarge  the  historical 
perspective  of  art.  Involving  students  in  original  research  on  women's  art  worics 
and  with  the  subject  of  historiography  itself  partially  fulfills  the  continuing  need 
for  basic  instructional  materials  such  as  slides,  visual  illustrations,  and  texts. 
Exhibitions  of  women's  art  and  women's  art  festivals  are  frequently  coordinated 
with  course  offerings,  reinforcing  in  an  immediate  sense  the  ideas  and  concepts 
covered  in  class. 

While  the  goals  of  women's  studies  courses  on  women's  issues  in  the  arts 
tend  to  combine  those  of  feminist  art  courses  in  studio  art  and  art  history,  these 
courses  focus  upon  the  contemporary  art  world  from  sociological,  feminist,  and 
aesthetic  perspectives.  The  primary  goal  of  these  courses  is,  therefore,  awareness 
and  comprehension  of  sexual-political  issues  for  the  contemporary  woman  artist, 
art  historian,  and  critic,  as  well  as  common  themes  and  problems  of  women  in 
the  arts  as  expressed  in  art  pioducts.  Diverse  topics  broaden  the  scope  of  the 
different  courses  to  include  female  imagery  and  female  aesthetics;  the  education 
of  the  woman  artist;  identity  and  the  woman  artist;  imagery  of  artists — male 
versus  female;  standards  and  women's  art/art  criticism;  artistic  hierarchies  (for 
example,  crafts  versus  fine  arts);  art  and  economics;  collecting,  curatorship,  and 
gallery  directing;  and  alternative  modes  of  exhibiting  art. 

Finally,  there  have  been  a  few  recent  attempts,  including  those  of  the 
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authors,  to  develop  and  teach  women's  studies  courses  on  women  and  art  educa- 
tion/nonsexist  art  education.  These  courses  are  designed  to  have  direct  impact 
upon  art  teachers  at  the  preservice  and  graduate  study  levels.  The  relative  nonex- 
istence of  this  kind  of  nonsexist  programming  at  the  pre-  and  inservice  levels  of 
art  education  accounts  in  part  for  the  virtual  absence  of  sex  equity  activities  at  the 
elementary  and  secondary  art  education  levels  (see  next  section). 

In  sum,  feminist  art  education,  in  addressing  key  sex  equity  needs  in  art 
education,  has  had  the  following  positive  outcomes  for  individual  women  stu- 
dents and  teachers  of  art: 

1»  Providing  compensatory  education  for  women  students'  personal  and  pro- 
fessional development  in  art 

2.  Raising  the  status  and  participation  of  women  in  art  academia  and  the  art 
world  via  art  exhibitions  and  journal  coverage 

3.  Raising  the  status  of  art  as  a  "feminine"  subject,  while  demystifying  the  role 
of  the  artist 

4.  Breaking  down  hierarchies  in  the  academic  study  of  art,  while  providing 
new  paradigms  for  art  study 

5*  Revising  and  reappraising  the  content  in  studio  art  and  art  history  and 
broadening  its  scope  to  include  current  issues 

6*  Increasing  research  efforts  on  women's  art,  roles,  and  iconography  as  well 
as  on  the  historiography  of  art 

?•  Increasing  curricular  changes  that  reinforce  and  further  the  previous  out- 
comes, such  as  expanding  slide  collections  to  include  women's  art  works, 
broadening  mainstream  courses  in  art  to  include  women's  contributions,  and 
revising  general  textbooks,  such  as  H.  W.  Janson's  History  of  Art,  to  in- 
clude women's  work. 

Formal  Education  at  the  Elementary  and  Secondary  Levels.  Although 
the  women's  art  movement  has  functioned  in  education  by  addressing  the  need 
for  improving  the  status  of  women  in  the  visual  arts  and  establishing  sex-fair  and 
sex-affirmative  content  and  practice  in  art  and  art  education  at  the  higher  levels, 
it  has  had  little  impact  on  the  field  of  art  education  as  it  affects  grades  K-12  via 
pre-  and  inservice  art  education.  As  shown  in  figure  3,  the  educational  efforts  of 
artists,  art  historians,  and  art  critics  who  compose  the  women's  art  movement 
have  for  the  most  part  ignored  art  teachers  and  have  bypassed  school-age  chil- 
dren. These  populations  have  not  been  part  of  the  educational  process.  Despite 
advances  made  by  feminists  in  art,  only  minute,  indirect  portions  of  their  efforts 
have  been  directed  toward  the  formal,  non-artist-oriented  art  education  that  takes 
place  in  the  schools.  It  is  unfortunate  that  members  of  the  movement  have  paid 
little  attention  to  the  potential  role  that  the  field  of  art  education  might  play  in 
helping  to  eradicate  earlier  and  perhaps  more  pervasive  sexist  influences  in  art 
and  education  (Sandell,  1979). 

Although  there  are  anecdotal  reports  of  spontaneous  ;cx  equity  activities  in 
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public  school  elementary  and  secondary  art  programs,  these  scattered  efforts 
remain  undocumented,  and  to  date,  evaluations  of  their  success  have  not  been 
published.  Similarly,  norsexist  instructional  materials  for  classroom  use  arc  few 
in  number,  and  for  those  available,  there  is  no  information  on  their  actual  usage 
or  effectiveness.  Nevertheless,  the  existence  of  such  materials  and  the  reports  of 
individual  sex  equity  eiforts  in  elementary  and  secondary  art  education  may  be 
taken  as  important,  if  small,  signs  of  sex  equity  progress  in  the  field. 

One  type  of  nonsexist  material  related  to  visual  arts  education  in  the 
elementary  school  is  the  critique  of  pictorial  content  in  texts  and  readers.  Both 
the  Council  on  Interracial  Books  for  Children  (1978)  and  the  Racism  and  Sexism 
Resource  Center  for  Educators  (1976)  provide  materials  of  this  genre.  While  they 
suggest  methods  for  examining  pictorial  materials  in  books  in  terms  of  represen- 
tational and  narrative  content  that  might  be  sexist,  they  do  not  provide  tools  for 
in-depth  analyses,  nor  do  they  avoid  reinforcing  stereotypes  of  artists  and  art 
activity.  A  second  type  of  material  is  exemplified  by  a  children's  book  on  an 
Indian  woman  artist  (Nelson,  1971).  Although  it  is  a  good  example  of  how  a 
minority  artist  strives  to  illuminate  her  cultural  heritage  through  art,  no  attention 
is  given  to  her  particular  struggles  as  a  woman.  This  type  of  material,  therefore, 
provides  indirect  and  supplementary  support  for  sex  equity  in  elementary  art 
education. 

Understandably,  reports  of  sex  equity  efforts  at  this  level  generally  involve 
the  individual  in  the  design  and  preparation  of  instructional  materials.  For  exam- 
ple, Enid  Zimmerman  (personal  communication,  April  15,  1982),  who  teaches 
art  education  at  Indiana  University,  has  developed  two  sets  of  slide/discussion 
materials  which  she  has  subsequently  tested  with  elementary  classroom  teachers, 
art  teachers,  and  elementary  students  in  her  region.  Both  sets  take  an  art  histor- 
ical approach  and  involve  the  pairing  of  art  works  by  male  and  female  artists. 
According  to  Zimmerman,  "Women  Make  Art:  An  Androgynous  Point  of 
View"  was  most  successful  making  the  point  that  art  objects  themselves  have  no 
sex  when  she  encouraged  the  children  to  review  the  images  and  discuss  them 
fully. 

Although  materials  for  sex  equity  in  secondary  school  art  courses  generally 
come  in  textbook  form,  there  are  two  sets  of  materials  which  include  slides  or 
transparencies.  There  is  a  25-minute  audiotape  with  accompanying  visual  and 
written  materials  entitled  "Repainting  the  Sexist  Picture:  Stereotyping  in  the  Fine 
Arts"  (Campbell,  1979).  Information  on  women  artists  is  provided,  along  with 
discussion  questions  on  the  problem  of  sex  stereotyping  in  the  arts.  Issues  raised 
include  differential  abilities,  fine  arts  as  crafts,  and  hindrances  to  opportunities. 
Another  resource,  Women  Artists  (Wilson  &  Petersen,  1976),  contains  slides  and 
notes  on  more  than  200  women  artists.  The  four  programs  include  "An  Histor- 
ical Survey";  "The  Twentieth  Century";  "Third  Worid";  and  "Images- 
Themes  and  Dreams."  Among  the  available  textbooks,  several  strive  for  equal 
treatment  of  women  artists  or  focus  entirely  on  women.  These  are  Art/Design: 
Communicating  Visually  (Clark  &  Zimmerman,  1978)  and  In  Her  Own  Image: 
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Women  Working  in  the  Arts  (Hedges  &  Wendt,  1981),  which  includes  some 
information  on  women  artists.  The  Clark  and  Zimmerman  text  is  exemplary  in  its 
inclusion  of  nonsexist  art  education  content  and  values.  Nonsexist  language  is 
used,  works  by  male  and  female  artists  are  paired,  and  feminine-identified  art 
forms  often  serve  as  illustrations  of  art  principles.  The  Hedges  and  Wendt  text 
focuses  on  both  professional  and  "home''  women  artists  and  emphasizes  the  art 
process. 

Sex  equity  efforts  at  the  secondary  level  also  involve  the  individual  teacher 
in  the  design  and  preparation  of  instructional  materials.  For  example,  Barbara 
Arnold,  a  secondary  school  art  teacher  in  Lexington,  Kentucky,  has  developed 
several  nonsexist  slide  shows  to  use  in  her  studio  and  art  history  teaching.  She 
incorporates  art  by  women  and  women's  images  with  popular  music  as  back- 
ground. Arnold  finds  that  presenting  these  shows  without  comment  stirs  up 
discussion  among  her  high  school  art  students  and  is  an  effective  consciousness- 
raiser  (personal  communication,  March  8,  1979). 

If  progress  is  to  be  made  toward  sex  equity  in  public  school  art  classes  and 
art  teacher  education,  efforts  at  these  levels  need  to  be  documented,  evaluated, 
and  disseminated.  Strategies  that  have  proved  successful  at  higher  levels  of  art 
and  education  need  to  be  adapted  for  classroom  use,  and  those  instructional 
materials  already  available  need  to  be  assessed  for  their  effectiveness.  In  addi- 
tion, new  sex  equity  materials  of  greater  depth,  breadth,  and  relevance  need  to  be 
devised  for  studio  teaching  and  career  education  in  the  schools.  It  has  been  the 
purpose  of  this  review  to  clarify  sex  equity  needs  and  to  review  such  progress  as 
has  been  made  toward  the  goal  of  sex  equity  in  art  and  art  education. 

RECOMMENDATIONS 

Sex  equity  efforts  that  have  taken  place  in  the  worid  of  practicing  artists, 
art  critics,  and  art  historians  have  been  energetic  and  effective.  Sex  equity  efforts 
that  have  taken  place  in  other  subject  areas  of  teacher  and  public  school  educa- 
tion have  been  systematic  and  well  documented.  As  we  look  toward  the  future, 
sex  equity  progress  in  fields  closely  related  to  those  reviewed  will  provide 
standards  of  comparison  and  serve  as  inspiration  for  similar  achievement  in  art 
education.  We  cannot  expect,  however,  that  the  models  of  sex  equity  effort 
which  have  been  effective  for  professional  artists  or  for  public  school  math 
teachers  will  automatically  be  applicable  to  art  education.  An  adequate  model  for 
sex  equity  effort  in  art  education  will  need  to  be  discipline-specific.  Such  a 
model  will  need  to  account  for  and  counter  sex  bias  found  in  both  the  worid  of  art 
and  the  worid  of  education.  If  the  teaching  of  art  to  young  children  is  a  feminine- 
identified  occupation  of  low  status  among  artists,  then  sex  equity  efforts  in  the  art 
worid  which  have  not  attended  to  the  possible  sex  bias  inherent  in  this  assign- 
ment of  status  would  not  be  adequate.  Similariy,  if  art  is  of  low  curricular  status 
in  the  public  school,  then  educational  sex  equity  efforts  that  have  not  attended  to 
the  relationship  between  the  feminine  identification  of  certain  subjects  and  their 
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marginal  curricular  status  would  not  be  entirely  adequate.  Beyond  the  challenge 
all  art  educators  face  as  they  t^  to  reconcile  disparate  values  in  the  art  and 
educational  establishments,  the  feminist  art  educator  must  address  both  the  low 
status  of  art  in  education  and  the  low  status  of  education  in  art  if  these  are  not  to 
undermine  sex  equity  efforts  in  the  future. 

A  discipline-specific  model  for  sex  equity  efforts  in  art  education  will  also 
need  to  evaluate  different  approaches  to  the  achievement  of  sex  equity  that  have 
been  used  in  art  and  education.  Sex  equity  efforts  in  masculine-identified  or  sex- 
neutral  subject  areas  have  often  involved  an  emphasis  on  mainstreaming,  or  an 
integrationist  approach.  In  the  art  world,  in  addition  to  integrationist  sex  equity 
efforts,  a  distinct  separatist  approach  hus  encouraged  women  artists  to  segregate 
themselves  to  search  for  their  lost  art  heritage  and  to  engage  in  an  extensive 
critique  of  art  structures  and  values  which  assume  and  reward  masculine  behav- 
iors (Chicago,  1975).  Feminist  psychology  and  philosophy  also  suggest  plu- 
ralistic or  androgynous  approaches  for  sex  equity  efforts  in  art  education 
(Heilbrun,  1974;  Helson,  1966;  Painter,  1975;  Trebilcot,  1977).  Although  each 
approach  poses  particular  problems,  each  can  make  valuable  contributions  to- 
ward bringing  about  sex  equity  in  art  and  art  education  (Collins,  1981).  For 
example,  if  the  integrationist  provision  of  female  role  models  who  have  success- 
fully negotiated  art  careers  in  the  male-dominated  mainstream  can  enhance  the 
female  art  student's  self-confidence  and  aspirations,  then  the  separatist  discus- 
sion of  female  values  and  reevaluation  of  female-identified  art  activities  such  as 
quilting  might  also  increase  the  female  student's  sense  of  a  unique  heritage  and 
artistic  identity.  In  effect,  integrationist  approaches  to  sex  equity  promise  to 
prepare  female  students  to  compete  in  the  existing  art  world;  pluralistic  ap- 
proaches promise  to  help  both  female  and  male  students  to  accept  and  develop 
both  masculine  and  feminine  characteristics  as  they  realize  the  potential  art  value 
of  each.  We  do  not  advocate  mindless  eclecticism  with  regard  to  the  employment 
of  these  alternative  approaches  to  increasing  sex  equity  in  art  education,  but 
rather  an  understanding  of  the  assumptions  and  goals  of  each  and  the  need  to 
make  these  explicit  at  the  outset  of  any  sex  equity  effort  so  that  the  effectiveness 
of  such  efforts  can  be  meaningfully  evaluated. 

Our  review  of  sex  equity  issues  and  answers  as  well  as  the  discussion  of  a 
discipline-specific  model  for  sex  equity  efforts  in  art  education  suggest  many 
possibilities  for  application  in  art  teacher  education  and  public  school  art  pro- 
grams. We  present  the  following  suggestions  as  they  might  relate  to  an  individual 
interest  or  position.  They  are  neither  inclusive  nor  ranked  in  terms  of  priorities 
but  are  intended  only  to  stimulate  creative  thinking  in  the  realm  of  positive  sex 
equity  efforts  in  the  field. 

All  Art  Educators 

All  art  educators  concerned  with  bringing  about  an  increase  of  sex  equity  in 
the  field  need  to  find  ways  to  increase  their  knowledge  and  awareness  of  sex 
equity  issues  in  art  education.  Possibilities  include  (1)  taking  women's  studies 
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courses  in  art,  education,  and  art  education  and  reading  related  literature;  (2) 
identifying  and  discussing  sex  inequities  experienced  in  one's  own  education; 
and  (3)  raising  questions  relevant  to  one's  own  situation  at  state  and  national 
meetings. 

All  art  educators  need  to  look  for  ways  to  identify  and  implement  effective 
sex  equity  strategies  in  art  education.  Three  possibilities  arc:  (1)  reviewing 
existing  sex  equity  materials  and  modifying  these  for  use  in  art  education;  (2) 
developing  and  testing  nonsexist  art  instructional  materials  and  sharing  findings; 
and  (3)  initiating  cooperative  efforts  to  secure  support  for  the  implementation, 
evaluation,  and  dissemination  of  effective  sex  equity  strategies  in  art  education. 

Art  Educators  as  Researchers 

ftcsearchers  can  look  for  ways  to  increase  their  knowledge  and  awareness 
of  sex  inequity  in  art  teacher  education  and  public  school  art  programs.  Pos- 
sibilities include  (1)  studying  art-related  sex  differences  in  student  input  and 
learner  outcomes;  (2)  developing  materials  for  teacher  use  in  the  identification 
and  evaluation  of  art-related  sex  differences;  and  (3)  studying  and  documenting 
sex  bias  in  the  art  content,  classroom  practice,  and  curricular  status  of  art  teach- 
ers and  public  school  art  programs. 

The  elimination  of  sex  inequities  in  awarding  funds  for  research  and  in  the 
art  education  occupational  hierarchy  is  another  domain  of  concern  to  researchers. 
Possibilities  include  (1)  helping  art  administrators  and  public  school  art  educa- 
tion; (2)  preparing  research  reviews  and  presentations  for  audiences  of  public 
school  art  teachers  and  administrators;  and  (3)  monitoring  and  reporting  sex 
inequities  in  publication  and  the  awarding  of  grants  for  art  education  research. 

Art  Educators  as  Public  School  Teachers 

Finding  ways  to  identify  and  evaluate  art-related  sex  differences  among 
their  students  is  an  important  area  of  inquiry  for  teachers.  Two  possibilities  are: 
(1)  monitoring  sex  differences  in  the  acquisition  of  skills,  attitudes,  anc'  concepts 
essential  to  participation  and  achievement  in  art;  and  (2)  preparing  and  testing 
remedial  and  compensatory  instruction  and  documenting  the  resuhs. 

Teacheis  can  also  look  for  ways  to  eliminate  sex  bias  in  their  art  curriculum 
content  and  instruction.  Possibilities  include  (1)  keeping  a  journal  on  classroom 
practices  and  interactions  that  reinforce  or  mitigate  the  stereotype  that  art  is 
feminine,  and  that  the  feminine  is  of  low  value;  (2)  increasing  the  number  of 
slides  of  women's  art  and  introducing  female  and  male  models  for  all  sorts  and 
levels  of  art  occupations;  (3)  comparing  the  social  and  psychological  impact  of 
the  women's  and  black  art  movements;  (4)  preparing  a  slide  show  on  women's 
and  men's  leisure  time  art  activity;  (5)  developing  a  visual  literacy  unit  on  gender 
and  racial  stereotypes  in  commercial  art  and  ir^ass  media;  (6)  working  with 
school  counselors  on  career  education  in  art  that  eliminates  sex  bias  in  the 
interpretation  of  student  interests,  aptitudes,  and  aspirations;  and  (7)  volunteer- 
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ing  to  review  textbook  illustrations  and  visual  materials  used  in  other  subjects  for 
their  effectiveness  or  possible  sex  bias. 

Art  Educators  as  Artists 

Artists  can  promote  their  own  and  other  art  educators'  growth  as  artists,  art 
critics,  and/or  historians.  Possibilities  are  (1)  forming  an  art  educators'  support 
and  critique  group;  (2)  exhibiting  with  other  art  educators;  (3)  developing  a  slide 
collection  of  art  teachers'  art  work;  (4)  speaking  to  art  classes  and  community 
groups  about  the  art  work  of  art  educators;  (5)  making  known  success  as  an  artist 
independent  of  classroom  work;  and  (6)  investigating  and  preparing  a  unit  on 
great  artists  who  have  also  been  art  teachers. 

Artists  also  .an  look  for  ways  to  promote  the  development  and  recognition 
of  women  artists.  Methods  for  accomplishing  this  include  (1)  forming  a  women's 
art  support  and  critique  group;  (2)  studying  women's  art  history  and  the  contem- 
porary women's  art  movement;  (3)  developing  a  slide  show-lecture  on  local 
women's  art  work  and  inviting  women  artists  to  speak  on  the  relationship  of  their 
work  and  their  work  habits  to  gender  experiences;  (4)  encouraging  local  wom- 
en's organizations  to  promote  women's  art;  and  (5)  participating  in  the  NAEA 
Women's  Caucus's  slide-sharing  sessions  and  initiating  similar  sessions  at  state 
meetings. 

Art  Educators  as  Teacher  Educators 

Teacher  educators  should  look  for  ways  to  identify  and  eliminate  sex  bias 
in  their  art  teacher  education  programs.  This  can  be  achieved  by  (1)  reviewing 
levels  and  types  of  art  and  teaching  interest  in  their  students  for  possible  sex 
differences;  (2)  investigating  possible  sex  bias  in  their  students'  required  art 
studio  and  art  history  courses;  (3)  developing  nonsexist  career  counseling  mate- 
rials for  use  by  art  education,  art,  and  education  advisers;  (4)  preparing  and 
teaching  women's  studies  courses  in  art  education;  and  (5)  developing  sex- 
equitable  art  education  materials  for  use  in  their  own  teaching,  the  public  school 
classroom,  and  inservice  workshops. 

Increasing  the  status  of  art  in  education  and  the  status  of  education  in  art 
should  be  a  goal  of  teacher  educators.  Possibilities  for  accomplishing  this  include 
(1)  investigating  whether  art  education  students  are  receiving  equal  treatment  in 
art  courees,  student  exhibitions,  and  general  education  courses;  (2)  speaking  to 
faculty  in  art  and  education  departments  on  the  feminine  identification  and  mar- 
ginal status  of  art  education  and  how  this  affects  the  quality  of  public  school  art 
programs  and  art  teacher  education;  and  (3)  working  with  public  school  art 
teachers  and  administrators  to  develop  mutual  support  systems,  art  education 
scholarships,  nonsexist  art  career  packets,  and  cooperative  exhibitions. 

Art  Educators  as  Supervisors  and  Administrators 

Supervisors  and  administrators  can  identify  ways  of  building  awareness 
and  increasing  the  status  of  women  in  art  teaching  and  administration.  Pos- 
sibilities include  (1)  documenting  sex  differences  in  position,  tenure,  salary, 
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promotion,  and  job  satisfaction  in  their  area;  (2)  identifying  and  working  to 
eliminate  institutional  structures,  practices,  and  values  that  effectively  discrimi- 
nate against  women;  (3)  conducting  leadership  workshops  for  women  in  art 
education;  (4)  establishing  a  support  network  and  grievance  system  for  women 
art  teachers;  (5)  working  on  developing  nonsexist  curricula  and  career  education 
in  art;  (6)  speaking  to  public  school  art  classes  about  art  administration  as  a 
career  and  the  achievements  of  women  in  the  field;  and  (7)  \vorking  with  public 
school  art  teachers  and  teacher  educators  to  increase  community  and  governmen- 
tal support  for  public  school  art  programs  and  sex  equity  efforts  in  art  education. 

Increasing  sex  equity  in  art  education  will  require  both  individual  initiative 
and  cooperative  group  effort  in  the  realms  of  theor>'  and  practice.  If  we  are  to 
learn  from  our  mistakes  and  take  heart  from  our  achievements,  each  of  us  must 
take  the  time  to  clarify  oi'r  goals  and  assumptions  and  to  document  and  share  the 
results  of  those  efforts.  As  sex  equity  programs  in  uit  education  are  implemented, 
continued  dialogue  and  inquiry  will  be  needed  to  ensure  both  their  educational 
effectiveness  and  their  artistic  relevance. 
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The  concepts  of  fairness  and  fair  play  constitute  the  very  essence  of  physical 
education  and  athletics.  They  are  fundamental  to  the  integrity  of  a  game  or 
contest  and  are  critical  to  successful  participation.  Fairness  operates  from  a  base 
of  a  common  set  of  rules  which  are  clearly  established  for,  understood  jy,  and 
evenly  applied  to  all  participants.  The  concept  of  fairness  has  never  been  in 
question,  but  the  application  of  fairness  principles  for  those  seeking  to  enter  the 
physical  activity  worl J  has  been  very  uneven.  Separate,  different,  and  unequal 
standards  have  been  applied  to  participants  in  physical  activity  on  the  basis  of 
sex.  Such  differential  treatment  can  be  traced  to  historical  patterns,  beliefs,  and 
expectations  for  females  which  have  differed  from  those  for  males.  The  results 
have  been  exclusion  from  or  limited  access  to  the  outcomes  that  are  possible 
through  physical  educatk  ,i  and  athletics,  that  is,  development  of  one's  physical 
self;  acquisition  to  physical  skills;  participation  in  competitive  experiences;  inter- 
nalization of  the  concomitant  social  values  that  follow  from  team  play;  prestige 
and  recognition;  and  job  opportunities  in  the  field.  From  separate  and  different 
worlds,  then,  inequities,  and  thus  unfairness,  have  been  perpetuated. 

Inequities  have  persisted  from  worlds  which  have  purported  to  be  separate 
ard  equal.  Girls  and  women  have  found,  as  did  blacks  with  their  "separate  hut 
equal"  schools,  that  in  fact  equal  opportunities,  resources,  and  support  services 
have  not  been  equally  provided  in  separate  programs.  Fewer  teams,  fewer  and 
less  qualified  coaches,  limited  equipment  and  fewer  available  facilities,  and 
smaller  budgets  have  been  among  the  discrepancies. 

Even  the  application  of  a  same-world,  same-treatment  approach  to  boys 
and  girls  in  physical  education  and  athletic  programs  has  produced  inequities. 
These  have  been  manifested  in  the  perpetuation  of  sex  stereotypes  in  the  different 
expectations  and  treatment  accorded  females  as  compared  to  males,  the  loss  of 
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TSialacker.  and  Ann  Uhlir  in  the  prepanJtion  of  this  chapter. 
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leadership  opportunities  for  women  as  programs  have  been  submerged  under  the 
guise  of  merger,  and  fewer  opportunities  for  girls  or  women  to  compete  in  cases 
where  separate  teams  have  been  abandoned  for  a  single  team  open  to  all. 

Attaining  a  state  of  sex  equity  in  physical  education  and  athletics  requires 
that  a  long  historical  tradition  of  differential  role  expectations  and  differential 
societal  values  for  females  and  males  be  addressed  and  overcome.  Bridging  the 
gap  between  what  were  two  very  separate  and  different  worlds  and  what  now  are 
sometimes  separate,  sometimes  the  same,  but  always  striving  to  be  comparable 
or  equal  worlds,  creates  confusion  and  difficulty  for  many.  Philosophical  dif- 
ferences must  be  reconciled,  stereotypes  countered,  myths  combated,  attitudes 
changed,  and  discrimination  corrected.  Positive  changes  would  include  (1)  rec- 
ognition of  the  physical  capabilities  of  females  and  provision  for  the  realization 
of  these  capabilities  for  all  age  groups,  (2)  recognition  of  the  acceptability  of 
participation  in  the  entire  spectrum  of  activities,  (3)  public  support  and  promo- 
tion of  sport  experiences  for  giris  and  women,  and  (4)  the  provision  of  nothing 
less  than  equity  in  pr  ^rams  of  physical  education  and  athletics. 

Attempting  to  bridge  the  gap  is  an  ongoing  and  difficult  process.  What 
follows  is  a  discussion  of  the  history  of  the  movement  toward  equity  in  activity 
programs  and  of  the  ways  in  which  fairness  or  lack  of  fairness  have  existed  in  the 
worlds  of  separateness  and  sameness. 

ISSUES 

Historical  Philosophical  Differences 

As  eariy  as  Plato's  Republic^  differential  views  have  been  held  about  the 
appropriateness  of  physical  activity  for  women.  Plato,  in  fact,  made  a  bold 
statement  when  he  advocated  the  same  education  for  women  as  for  men,  includ- 
ing training  in  gymnastics.  He  specified  in  The  Laws,  however,  that  the  educa- 
tion should  be  in  a  separate  setting  for  separate  purposes:  the  men  were  to  be 
trained  to  fight  afield  and  the  women  to  defend  themselves  while  the  men  were 
away.  Rousseau  (cited  in  Gerber,  1971,  p.  81)  also  distinguished  purposes  for 
providing  physical  training  for  females  and  males:  the  object  for  the  boys  was  to 
bring  out  strength,  while  the  women  were  to  gain  "enough  strength  to  act 
gracefully."  From  colonial  days  in  the  United  States,  the  feeling  was  that  it  was 
"unwise,  impractical,  .  .  .  [and]  immoral"  to  have  boys  and  girls  in  physical 
activity  together  (Oberteuffer  &  Ulrich,  1962,  p.  383).  The  controversies  sur- 
rounding physical  activity  for  giris  and  women  have  centered  on  which  activities 
were  appropriate  in  terms  of  women's  physical  capabilities,  what  performance 
level  could  be  expected  from  women,  and  which  activities  were  appropriate  for 
joint  participation  by  men  and  women. 

It  is  important  to  note  that  while  women  were  limited  in  the  nature  and 
scope  of  participation,  the  sources  of  these  limitations  included  societal  attitudes 
and  expectations,  male  protection  of  a  "turf"  in  sport,  and  sometimes  women 
themselves.  At  the  beginning  of  the  20th  century,  women  physical  educators 
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instructed  their  female  students  to  compete  in  sport  only  for  the  sheer  joy  of  the 
game  and  for  their  health.  They  were  cautioned  never  to  be  competitive  or  try  to 
win;  they  were  told  not  to  be  "too  sporty." 

Criticisms  leveled  against  men's  intercollegiate  athletics,  as  well  as  a  fear 
that  women  might  lose  control  of  their  own  programs,  precipitated  what  Ellen 
Gerber  (1974,  p.  48)  termed  "a  relatively  unified,  controlled  pattern  .  .  .  gov- 
erned by  women  physical  educators  with  no  external  interference."  The  teacher 
preparation  programs  were  all  conducted  within  separate  departments  for  men 
and  women.  The  sex-segregated  programs  for  female  and  male  physical  educa- 
tion majors  differed  significantly  throughout  the  first  half  of  the  20th  century. 
The  emphasis  for  women  remained  on  a  broad  spectrum  of  instructional  and 
intramural  programs;  the  men  placed  emphasis  on  team  sports  and  varsity-level 
sports. 

In  the  world  of  interscholastic  athletics,  the  women  physical  educators 
moved  slowly  from  play  day  to  sports  day  to  varsity  sports  for  girls.  Where 
programs  were  offered  for  girls,  they  differed  greatly  from  the  boys'  programs 
and  rarely  contained  more  than  gymnastics,  calisthenics,  or  dance  until  the 
1950s.  Exceptions  included  girls'  basketball  programs  in  Iowa  and  field  hockey 
teams  in  the  East.  Programs  were  then  developed  for  girls  which  included  team 
sports,  some  individual  sports,  exercise  programs,  track  and  field,  and  dance 
activities.  In  the  more  affluent  school  systems,  girls  were  exposed  to  many  of  the 
"sex-appropriate  sports"  such  as  golf,  tennis,  swimming,  winter  sports,  and 
gymnastics.  Even  in  these  programs,  however,  the  girls  were  given  inferior 
facilities,  less  time  in  activity,  and  inadequate  opportunity  for  intramurals  or  club 
activity.  Almost  universally,  the  facilities  were  inferior  for  the  girls;  they  were 
small  gyms  suitable  for  conducting  "small"  programs. 

A  review  of  the  literature  of  the  period  1900-1950  has  identified  five 
major  beliefs  within  women's  sports:  (1)  the  concept  of  "a  sport  for  every  girl 
and  every  girl  for  a  sfK)rt'  was  in  keeping  with  the  democratic  social  goals  of  the 
greatest  good  for  the  greatest  number  (thus,  physical  education  and  intramurals 
should  be  a  part  of  the  education  of  girls);  (2)  vigorous  sport  was  unfeminine 
and,  in  fact,  led  to  the  development  of  masculine  traits,  which  were  undesirable 
in  women  (thus,  masculinity  was  synonymous  with  participation  in  sports);  (3) 
highly  competitive  athletics  were  harmful  to  the  female  athlete  and  would  inter- 
fere with  the  childbearing  (thus,  femininity  was  synonymous  with  noncompeti- 
tion); (4)  the  evils  of  the  men's  athletic  programs  were  evidence  of  conflicts  and 
commercialization,  all  of  which  led  to  exploitation  of  the  athletes;  and  (5)  wom- 
en should  control  women's  athletics  (Hult,  1979;  Hult  &  Park,  1981). 

The  period  since  the  1960s  has  seen  each  cf  the  above  beliefs  questioned. 
The  expansion  of  what  constitutes  appropriate  sex  role  behavior  for  both  males 
and  females  has  led  to  an  increasing  acceptance  of  women  in  the  full  range  of 
activities.  While  traditional  male  bastions  remain*  we  are  now  seeing  women's 
rugby  teams  and  a  few  girls  breaking  the  barriers  to  participate  in  football,  ice 
hockey,  and  wrestling. 
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An  increasing  concern  by  the  general  public  about  the  positive  role  of 
exercise  in  maintaining  both  mental  and  physical  health  has  resulted  in  extensive 
promotion  of  physical  activity  for  everyone.  Concern  about  health  may  have 
superseded  the  concern  about  role  designations.  Hence,  recent  medical  research 
reports  discount  the  myths  about  the  negative  effects  of  exercise  on  childbearing. 
The  American  Medical  Association  (1975)  has  strongly  affirmed  the  benefits  of 
vigorous  activity  and  exercise  for  all.  This  has  had  a  positive  effect  on  assess- 
ments of  physical  differences  between  females  and  males  and  the  accompanying 
implications  for  participation  in  physical  activity. 

Physical  Differences 

Safrit,  Baumgartner,  Jackson,  and  Stamm  (1980)  discussed  gender  dif- 
ferences in  motor  performance.  The  greater  part  of  the  research  in  this  area  has 
focused  on  isolating  and  quantifying  gender  differences.  These  can  be  classified 
as  physical  performance  differences,  body  structure  and  composition  dif- 
ferences, and  differences  in  cardiorespiratory  function.  Safrit  et  al.  go  on  to  say 
that  considerable  recent  evidence  reaffirms  the  existence  of  mean  differences 
between  male  and  female  students  on  many  measures  of  physical  performance. 
These  differences  can  be  attributed  to  biological  and  cultural  influences. 

Wilmore  (1974)  found  that  when  leg  strength  is  normalized  for  lean  body 
weight,  gender  differences  in  leg  strength  disappear.  Differences  in  arm  strength 
are  not  due  to  differences  in  lean  body  weight.  Men's  shoulders  are  larger  than 
women's,  which  documents  gender  differences  in  body  structure.  Hoffman, 
Stauffer,  and  Jackson  (1979)  suggested  that  gender  differences  in  arm  strength 
may  be  due  to  both  structural  and  body  composition  differences. 

Astrand  and  Rodehl  (1970)  reported  that  prior  to  puberty  the  aerobic  capac- 
ity of  men  and  women  is  similar.  After  puberty,  the  average  aerobic  capacity  of 
women  is  about  75%  of  the  average  man's.  Several  studies  have  documented 
these  gender  differences  in  aerobic  powers.  The  unanswered  question,  however, 
concerns  the  reason  for  the  differences. 

Safrit  et  al.  (1980)  indicated  that  at  this  stage  insufficient  evidence  is 
available  to  recommend  scientifically  valid  criterion-referenced  standards  for 
boys  and  girls.  In  the  absence  of  scientific  evidence,  they  made  the  following 
suggestions:  (1)  focus  research  efforts  on  the  nature  of  gender  differences;  (2) 
eliminate  sex  bias  from  testing  whenever  possible  (for  example,  by  expressing 
maximal  oxygen  uptake  and  strength  per  unit  of  lean  body  weight  rather  than  per 
total  body  weight);  and  (3)  on  those  tests  which  have  consistently  shown  gender 
differences,  it  may  be  prudent  to  assume  that  the  differences  are  predominantly 
biological  in  nature;  thus,  separate  standards  would  be  more  appropriate. 

At  the  United  States  Military  and  Air  Force  academies,  studies  were  con- 
ducted to  detennine  the  capabilities  of  women  to  perform  physically  vigorous 
assignments.  The  subjects  of  the  study  at  the  United  States  Military  Academy 
were  30  men  and  women  randomly  selected  from  the  entering  cadets  who  partici- 
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pated  in  8  weeks  of  summer  basic  training.  At  the  start  of  training  the  men  had 
considerably  greater  mean  height,  weight,  lean  body  weight,  muscular  strength, 
power,  and  absolute  and  relative  maximum  oxygen  uptake;  the  women  had  more 
actual,  and  a  higher  percentage  of,  body  fat.  A  similar  pattern  of  sex  differences 
existed  at  the  end  of  basic  training  (with  the  exception  that  men  and  women  were 
comparable  on  the  Astrand-Rhyming  submaximal  bicycle  ergometer  test  of  max- 
imum oxygen  uptake),  but  the  data  indicated  that  some  closing  of  the  perfor- 
mance gap  between  the  sexes  occurred  (Stauffer,  1976).  Comparison  of  wom- 
en's with  men's  performance  at  the  end  of  1  year  of  training  at  the  Air  Force 
Academy  showed  the  following  results:  pushups,  43%  of  men's;  standing  long 
jump,  80%  of  men's;  600-yard  run,  85%  of  men's;  and  2-minute  .situps,  86%  of 
men's  (Thomas  &  Riding,  1979).  The  most  dramatic  improvement  by  the  wom- 
en was  in  the  600-yard  run,  where  the  initial  performance  was  only  60%  of  that 
of  men. 

The  world  records  of  males  are  7  to  13%  above  those  of  females  in  all  areas 
except  the  English  Channel  swim.  The  gap  has  closed  considerably,  however, 
because  there  has  been  an  increase  both  in  emphasis  and  in  the  number  of 
opportunities  for  competition  by  women  (Plowman,  1974).  Increased  oppor- 
tunities, then,  whether  in  same  world  or  in  separate  worlds,  have  led  to  improved 
physical  performance. 

While  studies  tend  to  highlight  differences,  there  are  maay  areas  of  sim- 
ilarity for  females  and  males.  Furthermore,  the  differences  approach  examines 
differences  between  means  for  each  of  the  sexes.  In  reality,  the  mean  scores  are 
only  points  on  distributions  for  males  and  females.  Many  scores  for  females 
overlap  with  many  scores  for  males.  In  fact,  some  scholars  have  suggested  that  it 
may  be  more  accurate  to  research  similarities  than  differences. 

Equitable  Athletic  Programs  and  Policies 

The  great  growth  of  participation  by  giris  and  women  in  the  1960s  and 
1970s  paralleled  legal  mandates  and  liberalized  societal  attitudes.  The  legislation 
that  has  been  a  moving  force  for  equity  in  both  physical  education  and  athletic 
programs  is  Title  IX  of  the  Education  Amendments  of  1972.  Title  IX  prohibits 
discrimination  on  the  basis  of  sex  in  education  programs  and  activities  receiving 
federal  financial  assistance.  The  most  direct  implication  for  physical  education 
has  been  the  prohibition  of  single-sex  classes.  In  athletics,  however,  separate  but 
equal  teams  have  been  advocated.  State  legislation  and  court  cases  have  provided 
variously  for  both  separate  but  equal  teams  and  unitary  teams.  The  implications 
of  equal  rights  amendments  for  mixed  athletic  teams  arc  yet  to  be  formulated. 

Opportunities  for  elementary  school  giris  in  particular  have  increased  as  a 
result  of  social  and  community  pressures  upon  city  recreation  and  other  sponsor- 
ing agencies  to  provide  equitable  opportunities  for  all.  It  is  not  uncommon  to 
observe  giris  participatmg  in  flag  football,  soccer  leagues,  Softball  teams,  and 
even  wrestling. 
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At  the  secondary  school  level,  growth  in  athletic  programs  for  girls  has 
been  nothing  short  of  dramatic  since  the  inception  of  Title  IX.  Statistics  kept  by 
the  National  Federation  of  State  High  School  Associations  reflect  more  than  a 
quadrupling  of  programs  for  girls.  Thirty-six  percent  of  high  school  in- 
terscholastic  athletes  now  are  female.  This  is  a  sixfold  increase  in  the  last  10 
years.  Iowa  leads  the  nation,  with  girls  constituting  51%  of  the  athletes,  while 
Mississippi  trails  at  a  mere  23%  (Vrean,  1983). 

Title  IX,  despite  the  criticisms  leveled  at  its  lack  of  clarity  and  the  lack  of 
its  enforcement,  has  been  directly  responsible  for  major  growth  in  women's 
intercollegiate  athletics.  Cornell  University  is  a  striking  case  in  point.  Prior  to 
Title  IX,  it  sponsored  three  sports  for  women  (basketball,  field  hockey,  and 
fencing)  with  a  budget  of  $12,000.  In  1980,  Cornell  had  16  sports  for  women 
with  a  budget  of  5343,000.  Cornell  athletic  director  Dick  Schultz  had  this  to  say: 
"Title  IX  is  a  real  plus.  Without  it,  we'd  have  difficulty  going  to  the  administra- 
tion for  additional  funds  just  on  the  merits  of  building  a  better  women's  sports 
program.  It's  always  easier  when  they  have  to  do  it.  Title  IX  supplies  the 
impetus"  (DeCrow,  1980,  p.  18). 

The  growth  in  both  participation  and  budget  shown  at  Cornell  is  typical  of 
that  across  the  country.  The  number  of  colleges  offering  athletics  to  women  grew 
from  280  in  1971  to  971  in  1980-81.  Sixty  schools  offered  athletic  scholarships 
to  women  in  1974;  over  500  offered  them  in  1980,  according  to  the  Association 
for  Intercollegiate  Athletics  for  Women's  (AIAW)  National  Office  records.  De- 
spite gains,  however,  athletic  programs  for  women  generally  still  fall  short  of  the 
requirements  specified  by  Titie  IX.  The  average  number  of  sports  for  men  at 
NCAA  institutions  is  9.3,  while  for  women  it  is  6.7.  Budgets  for  women  con- 
stitute an  average  of  only  16%  of  the  athletic  dollars,  at  least  10%  less  than  that 
required  to  meet  the  comparability  standards  according  to  numbers  of  partici- 
pants. In  1979,  the  number  of  male  participants  in  intercollegiate  athletics  was 
still  double  that  of  females  (Lopiano,  1980). 

The  budget  gap  between  men's  and  women's  intercollegiate  sports  closed 
from  a  difference  of  22  times  in  1973-74  to  a  difference  of  five  times  in  1980. 
The  average  per  capita  spent  on  the  male  athlete  in  1978-79  was  $5,257,  com- 
pared to  S2,156  for  females.  While  the  number  of  sports  offered  women  has 
increased  100%  since  1973-74,  the  number  available  for  men  still  remains  50% 
higher,  on  the  average.  A  common  complaint  has  been  that  in  order  to  provide 
increased  opportunities  for  women,  men's  budgets  would  have  to  be  cut.  Statis- 
tics show,  however,  that  men's  athletic  budgets  have  continued  to  grow  since 
1973-74  at  a  20  to  30%  rate  (Association  of  American  Colleges,  1980a). 

Athletics  Leadership  and  Governance 

During  the  growth  period  in  participation  and  budget,  there  simultaneously 
occurred  a  reduction  in  leadership  and  coaching  opportunities  for  women.  The 
AIAW  was  founded  in  1971  to  provide  an  organizational  structure  for  the  con- 
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duct  of  intercollegiate  athletics  for  women.  Leadership  was  provided  by  a  group 
of  women  physical  educators  committed  to  the  development  of  an  athletic  model 
grounded  in  education.  The  aim  was  to  avoid  the  problems  commonly  associated 
with  the  contemporary  male  athletic  model  (excesses  in  recruiting,  overcommer- 
cialization,  and  exploitation  of  the  student-athlete). 

In  the  early  1970s,  96%  of  the  women's  athletic  programs  were  admin- 
istered by  women.  By  1979,  that  figure  had  dropped  to  less  than  36%.  The 
reduction  occurred  primarily  due  to  campus  mergers  of  men's  and  women's 
programs  into  a  single  administrative  unit.  In  virtually  every  case,  the  new  head 
has  been  a  male  (Lopiano,  1980,  pp.  23-25).  The  effect  was  that  over  the  decade 
women  had  less  and  less  direct  authority  for  the  operation  of  their  programs  at  the 
institutional  level  and  consequently  at  the  national  organization  level. 

There  came  increasing  pressures  from  the  AIAW's  institutional  members 
to  have  a  common  set  of  regulations  which  governed  both  men's  and  women's 
athletics  for  administrative  efficiency  and  to  ensure  equity  in  the  application  of 
rules  to  both  sexes.  At  the  same  time,  a  group  within  the  AIAW  attempted  to 
resist  such  changes  in  order  to  preserve  the  integrity  of  what  had  been  purposely 
created  "separate  and  different"  as  an  alternative  model.  Gradually  rule  changes 
were  effected,  however,  and  the  AIAW  rules  became  more  similar  to  those  of  the 
NCAA. 

Throughout  the  decade  there  were  sporadic  attempts  at  discussions  about 
cooperative  woiking  arrangements  between  the  NCAA  and  the  AIAW,  but  these 
were  never  able  to  produce  any  agreements.  During  the  early  years  the  NCAA 
showed  no  interest  in  the  fledgling  women's  programs.  In  1975,  however,  there 
was  for  the  first  time  a  serious  proposal  for  the  NCAA  to  begin  sponsoring 
championships  for  women.  The  measure  was  not  approved,  but  from  that  time 
the  NCAA  took  additional  measures  to  involve  women  on  committees  and  devel- 
op plans  for  the  operation  of  women's  athletics.  In  January  1981,  the  NCAA 
annual  convention  voted  to  establish  a  governance  system  and  championships  for 
women  in  all  divisions.  Provisions  for  women  on  the  NCAA  Council  called  for  4 
positions  out  of  22.  Committee  representation  was  also  minimally  provided  for, 
and  economic  attractions  were  provided  to  the  institutions:  free  membership, 
reimbursed  travel,  and  television  coverage.  This  effectively  led  to  the  demise  of 
the  AIAW,  which  ceased  its  operations  in  1982. 

The  loss  of  opportunities  for  women  to  coach  the  ever-expanding  number 
of  teams  has  been  great.  A  study  by  Holmen  and  Parkhouse  (1981)  found  that 
between  1974  and  1979  the  total  number  of  male  coaches  (heads  and  assistants) 
in  AIAW  institutions  increased  182%,  while  the  number  of  females  declined  by 
20%.  The  number  of  male  assistant  coaches  increased  by  368%  compared  to  an 
increase  of  174%  for  females  (Association  of  American  Colleges,  1980b).  A 
study  by  Lehr  (1980)  revealed  similar  statistics  and  noted  that  overall  39%  of  the 
women's  teams  were  coached  by  males  in  1979-80.  Lehr  also  noted  the  in- 
creasingly common  practice  of  a  male  coaching  both  the  men's  and  women's 
teams.  Rarely  was  a  woman  found  coaching  a  male  team. 
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Officiating  is  still  another  area  in  which  there  has  been  declining  oppor- 
tunity for  women.  Originally  all  officials  for  women's  sports  were  women, 
certified  through  the  National  Association  for  Girl?  and  Women  in  Sports.  Men 
increasingly  have  become  certified  and  hired  through  male  athletic  directors.  By 
contrast,  there  have  been  virtually  no  women  hired  to  officiate  for  men's  teams. 

The  one  area  in  which  there  has  been  growth  for  women  is  athletic  training. 
In  1972  there  were  only  5  women  certified  in  athletic  training.  That  figure  has 
grown  to  250  and  promises  to  continue  to  grow  (Moyer,  1980). 

Equity  in  Coeducational  Physical  Education  Classes 

Activity  Offerings.  A  general  movement  toward  greater  emphasis  on  life- 
time and  carry-over  sports  activities  paraJleled  the  Title  IX  mandate  for  coedui:a- 
tional  physical  education,  with  separation  only  during  contact  sports  (football, 
basketball,  wrestling,  ice  hockey,  boxing,  and  rugby).  Even  in  contact  sports, 
students  are  required  to  be  together  during  the  instructional/skills  work  phases  of 
the  activity.  Prior  to  this  time  p  jriod,  the  girls*  physical  education  curricula  at  the 
secondary  school  level  as  wel!  as  the  women's  physical  education  major  curricu- 
la at  the  collegiate  level  typically  were  broader  in  the  scope  of  offerings  than 
those  of  the  boys  and  men.  This  change,  then,  affected  the  boys  and  men  more 
because  they  were  accustomed  to  team  sports.  Girls  and  women  did  benefit  with 
the  addition  of  some  new  activities  heralded  as  appropriate  for  coeducational 
classes,  such  as  frisbec,  rappelling  (descending  from  a  height  via  a  rope),  and 
orienteering  (use  of  a  compass  to  follow  a  course  over  time). 

Geadelmann  (1978/1979)  found  that  some  activities  were  eliminated  from 
high  school  curricula  due  to  the  coeducational  mandate.  Team  sports  generally 
received  less  emphasis  because  many  felt  that  the  girls  weren't  capable  of  com- 
peting and  because  the  skill  differences  were  too  great.  Other  activities  formerly 
traditional  for  only  one  sex,  such  as  modem  (interpretative)  dance  and  wrestling, 
were  eliminated  because  the  teachers  or  the  administrators  couldn't  envision  the 
members  of  the  other  sex  participating  in  them.  The  reduction  of  team  sport 
opportunities  in  some  schools  is  particulariy  limiting  for  giris  who  traditionally 
have  not  had  the  opportunity  to  experience  and  develop  important  values  of 
cooperation  and  sportsmanship  associated  with  team  play.  The  same  is  also  true 
of  wrestling,  where  giris  have  had  few  experiences  in  physical  contact  or  pitting 
their  bodies  against  the  force  of  others.  Boys  lost  the  opportunity  to  know  the 
experience  of  bouy  awareness,  control,  expression,  and  creativity  that  comes 
from  modem  dance.  The  absence  of  these  activities  perpetuates  the  myth  that 
certain  activities  are  only  appropriate  for  one  sex.  Furthermore,  the  removal  of 
team  sports  may  serve  to  raise  the  antagonism  of  boys  toward  giris,  who  are 
blamed  for  the  deprival. 

A  number  of  schools  (Geadelmann,  1978/1979)  have  adopted  rules  or 
altered  the  nature  of  games,  particulariy  in  team  sports,  in  an  attempt  to  equalize 
the  opportunities.  While  the  best  of  intentions  may  have  motivated  such  changes, 
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the  results  are  potentially  damaging  for  members  of  both  sexes.  Typical  changes 
include  requiring  that  a  girl  hit  the  volleyball  at  least  once  on  each  side  of  the  net, 
allowing  only  girls  to  receive  passes  in  flag  football,  awarding  girls  three  points 
for  a  basket  to  two  for  the  boys,  and  making  the  boys  hit  with  the  nondominant 
hand  in  sofitball.  As  a  result  of  these  practices,  the  images  and  the  expectations  of 
girls'  capabilities  are  lowered  in  the  eyes  of  both  sexes.  Girls  are  made  to  feel 
they  aren't  good  enough  to  play  the  regular  game  and  need  special  help.  Boys 
often  feel  resentful  for  not  getting  to  play  "the  real  game." 

Elective  physical  activity  programs  have  become  increasingly  common  at 
both  the  secondary  and  collegiate  levels.  High  school  programs  have  gestured 
toward  honoring  the  interests  and  desires  of  the  students,  often  by  offering 
choices  along  very  traditional  sex  role  lines — for  example,  modem  dance  or 
wrestling.  This  does  nothing  to  broaden  the  exposure  of  al!  students  to  the  full 
range  of  activities  or  to  counter  the  stereotypes  that  have  long  been  so  pervasive. 

Requirements  for  physical  education  majors  at  the  collegiate  level  have 
provided  more  options  for  students  to  specialize  in  activity  clusters  (team  sports, 
individual  sports,  dance,  aquatics,  and  so  forth).  While  a  certain  number  of 
activity  courses  are  usually  required,  and  while  distribution  requirements  may 
exist  in  some  programs,  there  still  commonly  remains  latitude  for  choice.  Given 
human  nature,  few  major  or  professional  students  venture  into  activities  in  which 
they  have  had  little  or  no  experience  or  into  activities  with  a  traditional  opposite- 
sex  role  association.  Geadelmann  (1981c)  has  suggested  that  there  may  be  an 
increasing  necessity  for  colleges  to  establish  more  broad-based  activity  require- 
ments that  expose  majors  to  a  v;ide  variety  of  activities.  Broader  preparation 
should  contribute  to  broader  program  offerings. 

Grouping  Patterns.  The  Ti^le  IX  regulations  provide  for  grouping  stu- 
dents on  the  basis  of  ability,  as  long  as  some  measure  is  applied  other  than  sex. 
Concern  exists  that  physical  educators  have  arbitrarily  separated  girls  and  bo>s 
under  the  guise  of  ability.  It  has  not  been  uncommon  for  students  to  be  scheduled 
in  coeducational  groups  with  a  single  class  lisi  and  then  to  be  separated  by  sex  for 
the  actual  activity.  There  have  also  been  repoits  of  concern  about  ability  group- 
ing that  results  in  a  sizably  disproportionate  distribution  of  males  and  females. 
Typical  is  the  response,  **How  is  the  low-skilled  male  going  to  feel  in  a  group  of 
girls?"  While  direct  research  data  are  lacking,  there  seems  to  be  a  parallel 
between  teacher  attitudes  and  teacher  leadership  within  the  situation  and  the 
desirability  of  the  learning  atmosphere.  Boys  who  self-selected  a  low-ability 
volleyball  class  and  were  a  minority  expressed  satisfaction  at  being  able  to  learn 
without  undue  pressure  or  ridicule  for  mistakes  (Geadelmann,  personal  experi- 
ence). Similarly,  girls  in  a  high-ability  group  weLomed  the  challenge  to  go  all- 
out,  even  though  they  were  in  a  numerical  minority. 

Bischoff  (1982),  in  a  study  of  coeducational  volleyball  at  the  junior  high 
school  level,  found  that  the  males  who  participated  on  teams  with  more  females 
and  on  teams  with  an  equal  number  of  males  and  females  selected  more  females 
as  future  teammates  than  did  males  who  participated  on  male-dominated  teams. 
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Tiie  males  gave  as  one  of  their  reasons  for  selecting  the  females  "their  ability." 
This  seems  to  indicate  that  those  males  who  had  the  opportunity  to  play  on  the 
same  team  with  girls  and  observe  their  play  were  more  aware  of  the  ability  of  the 
females.  Conversely,  it  could  be  concluded  that  without  that  opportunity  to 
observe  females'  play,  and  in  response  to  the  sex  stereotyping  prevalent  in  the 
gym,  males  would  most  frequently  choose  another  male  regardless  of  ability. 
The  common  thread  that  ties  this  information  together  is  that  both  peers  and 
teachers  expect  females  to  be  less  skilled  and  react  accordingly. 

Bunker  (1980)  investigated  the  impact  of  single-sex  versus  coeducational 
groupings  on  performance.  It  was  found  that  males  performed  the  same  in  both 
groupings,  but  that  the  females  showed  a  significant  improvement  in  the  coed- 
ucational groups.  The  social  influences  on  performance  can  be  very  great,  and 
the  findings  of  Bunker  have  implications  for  optimizing  the  performance  poten- 
tial of  girls  in  particular.  Also  important  are  the  available  role  models  and  v/hat  is 
viewed  by  each  sex  to  be  appropriate  behavior. 

Teacher  Attitudes.  Merely  placing  boys  and  girls  together  in  the  same 
class  provides  no  guarantee  of  an  improved  learning  situation.  In  fact,  without 
some  specific  efforts  and  planning  on  the  part  of  the  teacher,  along  with  a 
positive  attitude  toward  and  support  for  the  coeducational  situation,  the  setting 
may  well  be  worse  for  boys  and  girls  alike,  or  better  for  some  at  the  expense  of 
others. 

Hoferck  (1978)  found  a  relationship  between  sex  role  prescriptions  and 
attitudes  of  physical  educators.  Her  study  showed  a  relationship  between  the 
degree  of  liberality  in  attitudes  toward  the  role  of  women  in  society  and  (1) 
favorable  attitudes  toward  the  participation  of  females  in  various  activities  and 
(2)  high  performance  expectations  for  girls  and  women  in  the  least  traditional 
activities.  The  findings  reinforce  the  need  for  professional  preparation  programs 
that  address  attitudes  toward  sex  roles. 

In  physical  activity,  the  stereotype  of  the  male  as  more  active  and  the 
female  as  less  active  is  prevalent,  and  teachers  subtly  support  that  sex  role 
stereotype.  How  a  teacher  organizes  class  groups  or  teams,  which  students  are 
chosen  as  leaders  or  skill  demonstrators,  or  how  a  teacher  addresses  inequitable 
student  participation  in  games  are  all  indicators  of  the  status  of  sex  equity  in  a 
particular  class  (Griffin,  1981). 

Geadelmann  (1983)  studied  attitudes  of  high  school  students  toward  coed- 
ucational physical  education  classes.  Fifty-two  percent  of  the  students  (53%  of 
the  boys  and  51%  of  the  girls)  felt  that  their  physical  education  teachers  expected 
more  from  the  boys  than  from  the  girls.  Solomons  (1976),  in  her  study  of 
elementary  school  physical  education  classes,  revealed  that  giris  tended  to  be  left 
out  of  game  interactions  even  when  they  were  more  highly  skilled  than  boys.  In 
addition,  she  found  that  teachers  had  different  expectations  of  boys  than  of  girls 
and  applied  higher  performance  standards  to  boys  without  regard  to  the  skill  level 
of  the  giris.  Expectation  levels  affec;  aspiration  levels,  and  aspiration  levels  in 
turn  determine  performance  levels.  The  goal  of  providing  a  setting  In  which  all 
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Students  can  work  to  their  potential  cannot  be  achieved  in  settings  with  differen- 
tial expectations,  be  they  real  or  perceived. 

Teacher-Student  Interactions.  Griffin  (1980)  identified  four  categories 
related  to  sex  equity:  (1)  class  organization  and  strategies,  (2)  teacher-student 
interactions,  (3)  teacher  language,  and  (4)  teacher  role  modeling.  Observations 
of  50  coeducational  physical  education  class  situations  at  the  elementary,  junior, 
and  senior  high  school  levels  produced  the  following  results:  (1)  teachers  used 
the  command  style  of  teaching  almost  exclusively,  (2)  teachers  devoted  a  large 
proportion  of  activity  time  to  full-game  play,  (3)  teachers  interacted  more  fre- 
quently with  boys  in  practically  all  the  behavior  categories  observed,  and  (4) 
boys  were  almost  always  selected  as  class  leaders  and  demonstrators.  Uhlir  and 
her  codevelopers  (1981)  also  reported  that  teachers  called  males  by  their  last 
names  and  females  by  their  first  names.  Other  sex  differences  in  interaction 
patterns  were  reported. 

Role  Models  and  Relationship  of  Performance  to  Perceived  Sex 
Role.  DuQuin  ( 1 977)  compared  the  physical  activity  role  models  to  which  boys 
and  girls  are  exposed  via  their  school  textbooks.  The  study  found  that  vigorously 
active  men  were  shown  13  times  more  often  than  vigorously  active  women. 
Throughout  the  textbooks,  boys  and  men  were  portrayed  in  sports  and  athletics, 
whereas  girls  were  shown  at  times  only  in  active  play  (not  sports).  DuQuin 
concluded  that  according  to  socialization  theory,  "Such  female  models  may 
contribute  to  young  girls  restricting  their  vision  of  possible  future  occupations, 
activities  (especially  sport  activities),  and  areas  of  interest  in  which  to  move"  (p. 
292). 

Social  Effects,  Geadelmann  (1978/1979)  found  from  interviews  with 
high  school  principals  and  physical  education  teachers  (male  and  female)  that  the 
greatest  positive  value  from  coeducational  classes  was  improved  male-female 
relationships.  Students  concurred,  saying  that  they  had  come  to  be  friends  and  to 
respect  each  other  as  individuals  apart  from  dating  and  sexual  pressures.  While 
these  benefits  are  not  to  be  minimized  or  discounted,  concern  must  be  expressed 
about  an  apparent  emphasis  on  social  outcomes,  as  opposed  to  correcting  the 
teacher  and  learning  inequities  in  terms  of  skills. 

While  junior  high  and  high  school  girls  have  expressed  positive  feelings 
about  coeducational  classes  and  have  staled  that  they  feel  their  skills  have  im- 
proved more  thf.n  in  single-?^;x  classes,  more  than  half  (54%)  have  also  ex- 
pressed filings  of  less  confidence  (inferiority)  ia  ihese  same  coeducational 
classes  (Gcddtlmann,  1983).  This  has  a  bearing  on  self-concept,  and  it  is  an  area 
worthy  of  further  research.  The  giris  in  the  same  study  expressed  displeasure  at 
the  jeerii.g  and  belittling  remarks  that  they  felt  subiecled  to  by  the  boys  during 
competitive  games. 

Leadership  and  Governance.  Although  the  Title  IX  regulations  did  not 
require  single  administrative  structures,  the  movement  to  merge  men's  and  wom- 
en's physical  education  departments  accompanied  the  curricular,  facility,  and 
schedule  changes  needed  to  comply.  Ninety  percent  of  the  college  departments  in 
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the  Midwest  had  so  joined  by  1977  (Ball,  1980),  Burke  (1979)  related  that  in 
many  cases  the  merger  happened  too  fast  and  with  little  warning  or  support.  Men 
headed  departments  in  80%  of  the  cases  and  in  many  instances  were  arbitrarily 
appointed.  Others  found  in  the  pooling  of  professional  personnel  advantages 
such  as  eliminating  both  conflicts  and  replication  of  efforts  as  well  as  allowing 
for  greater  specialization  in  teaching.  Ball  feels  that  as  a  result  of  the  implemen- 
tation, "Physical  education  programs  are  emerging  with  broader  political  bases, 
stronger  programmatic  thrusts  and  larger  and  more  resourceful  faculties"  (p.  16), 
There  is  a  deep  concern,  however,  about  the  loss  of  leadership  positions  for 
women  and  the  accompanying  decline  of  female  models  available  (Hoferek, 
1980), 

ANSWERS 

The  issues  identified  in  the  preceding  pages  are  varied  and  complex.  No 
single  approach  has  remedied  the  problems,  but  a  number  of  strategies  have  been 
proposed. 

Enforcement  of  Laws 

Laws  mandating  nondiscrimination  on  the  basis  of  sex  are  clearly  estab- 
lished, but  they  have  been  unevenly  implemented  by  schools  and  colleges  across 
the  country.  The  Office  for  Civil  Rights  has  been  severely  criticized  for  its  failure 
to  vigorously  enforce  Title  IX  in  particular.  Equality  in  provision  of  coaches, 
budgets,  facilities,  schedules,  travel,  and  promotion  is  still  greatly  lacking.  That 
enforcement  of  the  law  is  not  enough,  however,  is  shown  in  the  above  delinea- 
tion of  the  problems  related  to  behavioral  practices  and  attitudes. 

Confrontation  of  Stereotyping  in  Attitudes  of  Students 

The  findings  of  Geadelmann  (1981a)  provide  an  optimistic  note  in  docu- 
menting changes  in  sex  role  stereotyping  in  attitudes  of  students  toward  par- 
ticipation in  spoils  activities.  In  a  longitudinal  study  with  data  collected  in  1974, 
1977,  and  1980,  a  majority  in  1974  responding  favorably  toward  the  male  in 
terms  of  both  acceptability  of  participation  and  superiority  of  performance  signif- 
icantly changed  to  a  majority  in  1980  responding  that  either  sex  might  appropri- 
ately participate  and  that  either  might  have  a  superior  performance,  Geadelmann 
has  reported  the  use  of  direct  intervention  in  class  teaching  when  sexist  com- 
ments are  made  by  students.  When  such  a  direct  intervention  was  used,  students' 
use  of  sexist  comments  declined,  and  their  awareness  of  the  inappropriateness  of 
such  comments  increased. 

Project  A.C,T,I.V.E,  (All  Children  Totally  Involved  Via  Equity;  Amett, 
1979)  resulted  in  reduced  sex  role  stereotyping  among  fourth-  and  fifth-grade 
students  over  an  8-week  period  after  participation  in  the  project. 
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Development  of  Teacher  Education  Modules 
for  Addressing  Stereotyping 

Physical  Educators  for  Educational  Equity  at  Eastern  Kentucky  University 
(Uhlir,  1981)  developed  both  preservice  and  inservice  training  programs  for 
addressing  knowledge  and  attitudes  about  sex  role  stereotyping.  Application  of 
the  programs  resulted  in  significant  changes  in  both  knowledge  and  attitude 
scores  for  both  students  and  teachers.  In  addition,  it  was  found  ihat  the  scores  of 
women  teachers  were  considerably  less  sex-stereotyped  than  those  of  the  men 
and  changed  significantly  more  than  the  men's.  Further,  the  youngest  age  group, 
19-24  years,  showed  the  greatest  change  and  changed  significantly  more  than 
the  25-34-year  group.  These  findings  show  the  importance  of  addressing  ster- 
eotyping during  the  college  years  and  may  have  implications  for  the  development 
of  special  or  additional  components  for  men  and  for  older  age  groups. 

Project  TEAM  (Griffin  &  Dodds,  1981)  at  the  University  of  Massachusetts 
was  designed  to  provide  inservice  and  preservice  physical  education  teacher 
training  centered  upon  fair  and  equitable  treatment  of  students  of  both  sexes  and 
of  all  races.  The  preservice  component  consisted  of  a  one-semester,  three-credit 
elective  course  for  juniors  prior  to  student  teaching,  which  addressed  awareness, 
teaching  strategies,  and  equity  guidelines  for  curriculum  development.  In  the 
post-test,  students  demonstrated  significantly  increased  awareness  and  knowl- 
edge of  sexism  and  racism;  but  in  observations  of  the  application  of  teacher 
behaviors  and  equity  strategies,  few  differences  were  found  between  the  student 
teachers  who  took  the  course  and  those  who  did  not.  The  increased  awareness 
and  stated  commitment  did  not  translate  into  action  in  student  teaching.  The 
findings  may  have  implications  for  the  development  of  training  modules  which 
combine  teacher  education  and  student  classroom  application  components. 

Professional  preparation  programs  that  require  a  broad  range  of  activity 
classes  for  all  majors  can  reduce  the  traditional  stereotyping  which  emerges  out 
of  a  lack  of  exposure  or  experience.  Participation  and  acquisition  of  skills  in 
previously  nontraditional  activity  areas  can  give  teachers  the  confidence  neces- 
sary to  initiate  these  courses  in  school  programs. 

Provision  of  Role  Models 

The  importance  of  role  m:>dels  was  cited  earlier  in  the  work  by  DuQuin. 
These  can  be  orchestrated  in  a  variety  of  ways:  invitation  of  guest  teachers  or 
demonstrators;  utilization  of  films,  newspapei  and  magazine  articles,  and  televi- 
sion programs;  field  trips;  or  discussions.  Individuals  in  nontraditional  careers 
can  serve  as  role  models  that  have  implications  for  physical  education.  Jobs 
which  have  been  nontraditional  for  females  have  frequently  involved  strong 
physical  competency  and  have  traditionally  been  reserved  for  men.  Women 
have,  however,  demonstrated  that  they  can  succeed  in  such  fields.  For  example, 
females  who  have  completed  training  programs  at  the  Air  Force  Academy, 
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become  pilots,  and  served  aboard  naval  ships  are  all  examples,  in  addition  to 
police  officers  and  firefighters,  of  competence  in  physically  demanding  jobs 
(Hoferek,  1982:  ITiomas,  1978). 

Men  who  are  relieved  of  the  "macho"  burden  of  sport  may  seek  nontradi- 
tional  employment  areas.  While  few  studies  have  been  conducted,  one  could 
speculate  that  greater  social  sensitivity  in  men  might  lead  to  nontraditional  career 
choices. 

Sensitivity  to  Grouping  Patterns 

Evidence  indicates  that  females  particularly  benefit  in  skill  development 
from  coeducational  groupings  (Bunker,  1980).  Grouping  by  ability  or  physical 
characteristics  (height,  weight)  removes  the  arbitrariness  that  occurs  when 
grouping  is  done  by  sex  and  also  reduces  the  tendencies  to  stereotype  on  the  basis 
of  sex.  The  results  of  coeducational  classes  in  physical  education  cited  earlier 
indicate  that  much  more  needs  to  be  done  to  ensure  that  the  treatment  of  students 
within  the  coeducational  setting  is  in  fact  equitable.  The  use  of  objective  mea- 
sures for  grouping  students  is  one  step  in  addressing  these  needs. 

Provision  of  Special  Support  to  Those 
in  Nontraditional  Settings 

The  self-concepts  and  confidence  levels  of  students  in  physical  activity 
groups  or  situations  which  have  not  been  traditional  or  in  which  they  are  a 
minopty  need  to  be  monitored,  protected,  and  supported.  Special  encouragement 
may  be  necessary,  either  by  establishing  a  formal  group  or  network  or  by  provid- 
ing ongoing  informal  support.  It  is  noi  enough  to  simply  announce  that  it  is  "all 
right"  to  engage  in  the  activity;  students  need  to  be  helped  to  feel  acceptability 
within  themselves  and  for  others. 

Establishment  of  Guarantees  for  Equality 
in  Leadership  Opportunities 

The  decline  in  leadership  opportunities  for  women  in  both  physical  educa- 
tion and  athletics  is  alarming.  Deliberate  and  specific  provisions  must  be  made  to 
ensure  full  participation  of  women  at  all  levels  of  governance.  The  example  of 
the  American  Alliance  for  Health,  Physical  Education,  Recreation,  and  Dance  ir. 
alternating  the  presidency  between  a  man  and  a  woman  is  one  that  should  be 
considered  tor  adoption  by  many  groups.  The  need  for  affirmative  action  goals 
and  the  persistent  pursuit  of  these  goals  is  compelling. 

Utilization  of  Technical  Assistance  Programs 
and  Projects 

Technical  assistance  to  schools  attempting  to  take  positive  steps  toward 
equal  opportunity  has  proved  invaluable  in  several  instances.  Surveys  following 
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a  variety  of  interventions  revealed  that  the  most  critical  elements  in  changes 
leading  to  sex  equity  were  the  availability  of  experts  in  sex  equity  to  provide 
technical  assistance  and  supportive  administrators  who  contributed  to  a  positive 
school  climate  for  equity.  These  held  true  regardless  of  school  size  or  so- 
cioeconomic level  of  district  (Thalacker,  1979/1980). 

Sources  of  technical  assistance  for  physical  education  and  athletic  pro- 
grams include  educational  equity  divisions  in  state  departments  of  education, 
regional  sex  desegregation  assistance  centers,  the  National  Association  for  Giris 
and  Women  in  Sport  (1900  Association  Drive,  Reston,  VA  22091 ,  and  Project 
SPRINT  (SOr  15th  St.,  N.W.,  Suite  822,  Washington,  DC  20005).  In  addition, 
many  women's  organizations  at  the  national  level  carefully  monitor  sex  equity  in 
physical  education  and  athletics,  including  the  National  Organization  for  Wom- 
en, the  American  Association  of  University  Women,  and  the  National  Women's 
Political  Caucus. 

SUMMARY  AND  RECOMMENDATIONS 

Achieving  equity  in  physical  education  and  athletic  programs  involves 
some  unique  factors  not  present  or  relevant  to  most  other  educational  programs. 
While  all  have  to  deal  with  historically  stereotyped  roles  and  attitudes  and  with 
traditional  expectations,  no  other  has  to  address  physiological  differences  in  such 
a  direct  way.  A  variety  of  approaches  has  been  attempted  via  separate  and 
different  treatments,  separate  and  equal  treatments,  and  identical  treatiTiCnts.  In 
each  case,  there  are  significant  shortcomings. 

We  recognize,  on  the  one  hand,  that  prominent  differences  in  strength, 
speed,  and  power  make  competition  between  aduh  males  and  females  generally 
unfair  at  this  time.  Thus,  for  athletic  competition,  separate-sex  teams  have  been 
accepted  by  legal  definition  and  by  the  general  public  as  the  most  equitable 
approach.  problems  with  this  approach  arise  in  the  differences  in  treatment 
accorded  the  boysVmen's  teams  and  the  girisVwomen's  teams.  The  norm  has 
been  greater  promotion  and  greater  support  of  the  male  teams,  and  only  in  rare 
instances  have  the  female  teams  been  operated  on  a  par   Ah  those  of  the  male. 

It  should  further  be  recognized,  however,  that  the  limitations  imposed  by 
tradition  and  stereotype  have  prevented  the  full  development  or  realization  of 
physical  potential  in  most  giris  and  women.  The  reality  is  that  we  do  not  have  an 
accurate  sense  of  what  the  true  physical  differences  are.  The  problems  are  com- 
pounded when  attitudes  reflecting  stereotyping  are  attached  to  the  physical  per- 
formance aspect.  Hence,  such  factors  as  confidence,  esteem,  and  aspiration  are 
affected.  While  one  may  advocate  separate  worlds  for  fairness  at  ihe  physical 
level,  the  separation  may  serve  to  perpetuate  lack  of  fairness  via  accompanying 
attitudes  that  separate  is  "different"  and  thereby  "inferior";  that  is,  giris  aren't 
good  enough  to  be  with  boys.  Additionally,  separation  often  precludes  the  oppor- 
tunity to  bring  out  the  best  in  oneself  by  going  against  the  best,  by  being 
challenged  to  the  utmost.  Can  the  highly  skilled  giri/woman  be  fully  challenged 
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if  confined  to  competition  among  members  of  her  own  sex  if  most  are  less 
Skilled? 

The  ''same  worlds"  approach  has  resulted  in  other  problems,  perhaps  most 
dramatically  related  to  loss  of  opportunitiej:  for  leadership  and  governance.  Not 
to  be  overlooked,  however,  are  the  expressions  of  feelings  of  inferiority  and 
depressed  levels  of  self-confidence  from  girls  in  coeducational  physical  educa- 
tion classes  at  the  secondary  level.  One  might  quite  legitimately  ask  why  separa- 
tion is  protected  in  athletics  for  students  in  junior  high  school  and  beyond  and  yet 
prohibited  in  physical  education  in  these  same  grades  when  both  arenas  are 
grounded  in  the  acquisition  and  performance  of  physical  skills.  It  might  even  be 
that  girls  who  develop  low  regard  for  their  physical  abilities  in  coeducational 
classes  are  discouraged  from  ever  pursuing  participation  on  athletic  teams,  l  n 
though  these  are  in  separate-sex  settings.  Studies  directed  at  these  factors  are 
recommended. 

The  case  for  separation  to  foster  leadership  development  is  well  docu- 
mented historically  in  physical  education  and  a  bletics  prior  to  the  program 
mergers.  The  positive  values  that  can  accrue  from  separation  are  further  ex- 
plained by  the  greater  prevalence  of  women  in  leadership  positions  at  women's 
colleges  than  in  coeducational  institutions. 

There  is  an  additional  question  of  how  and  when  one  does  integrate  the 
separate  worlds  and  how  that  transition  is  facilitated.  Is  "separate"  something  we 
should  continue  for  a  period  of  time  for  "catch-up"?  Or  is  separate  something 
that  will  always  have  a  place,  if  only  as  a^  alternative  as  opposed  to  a  norm?  Are 
we  as  willing  to  acknowledge  that  legitimate  reasons  may  exist  for  males  as  well 
as  females  to  need  the  option  of  separation?  If  not,  what  is  the  underiying 
message  in  that  statement?  If  there  is  indeed  a  desirable  time  for  integration  as 
well  as  for  separation,  how  is  the  appropriateness  of  those  times  to  be  decided? 
Are  we  willing  to  admit  that  separate  might  indeed  be  better  for  the  whole  and 
accept  differences,  as  opposed  to  forcing  change  or  integration  for  the  benefit  or 
convenience  of  a  select  few?  If  so,  what  does  this  mean  for  giris  who  want  to 
play  football  or  baseball,  or  wrestle? 

We  might  take  as  an  example  the  studies  of  the  performances  of  women  in 
the  military.  The  training  programs  originated  in  integrated  settings,  with  supple- 
mentary programs  provided  for  those  with  special  needs,  regardless  of  sex.  After 
5  years,  however,  the  army  concluded  that  the  same  training  programs  could  best 
be  conducted  in  separate-sex  settings,  with  integration  to  follow.  This  change  in 
approach,  the  performances,  the  transition  process,  and  the  effects  of  eventual 
integration  are  all  worthy  of  careful  study  and  review.  What  might  be  the  im- 
plication of  this  for  physical  education?  At  the  elementary  school  level,  there  is 
no  physiological  basis  for  separation.  By  the  age  of  12,  however,  significant 
physical  differences  appear.  Might  it  be  advantageous  to  do  some  selective 
separation  in  activities  which  require  major  efforts  of  strength,  speed,  power, 
and  endurance?  Under  what  circumstances?  For  how  long?  These  questions 
directly  confront  the  issue  of  making  a  decision  solely  on  the  basis  of  sex,  a 
matter  that  has  been  adarnntly  opposed  in  all  other  matters  of  sex  equity. 
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Further  study  and  effort  are  needed  to  conceptualize  a  ^ramework  that  can 
indeed  provide  for  the  full  development  of  physical  skills  in  females  and  males 
alike,  foster  healthy  attitudes  of  respect  for  individual  skills  and  differences 
among  indiviuuals  apart  from  sex,  and  enable  all  to  have  equal  access  to  par- 
ticipation in  programs  as  well  as  to  leadership.  For  too  long>  the  separation  of 
girls/women  in  physical  activity  has  been  based  on  their  being  seen  as  both 
different  and  inferior.  Since  the  1970s  in  particular,  however,  significant 
changes  in  attitude  have  occurred  toward  the  roles  and  capabilities  of  women  and 
men  alike.  Those  who  have  fought  the  separation  and  the  accompanying  discrim- 
ination will  be  reluctant  to  agree  to  new  divisions  based  on  separation,  and 
pediaps  even  adamant  in  opposition.  At  the  same  time,  though,  care  must  be 
taken  not  to  be  blind  to  the  resultant  effects  of  complete  integration. 

The  basic  question  remains,  what  is  fair?  Is  it  fair  for  members  of  one  sex 
to  be  able  to  try  out  for  a  team  of  the  opposite  sex  but  not  vice  versa?  How  can 
physical  differences  be  fairly  addressed  concurrently  with  goals  for  participation, 
skill  development,  and  leadership?  The  rules  of  the  fairness  game  for  sex  equity 
in  physical  education  and  athletics  are  not  always  clear,  and  until  basic  dif- 
ferences can  be  distinguished  from  perceived  differences  or  stereotypes,  the 
likelihood  of  the  cry  "foul"  will  persist. 

In  the  interim,  research  attention  must  be  given  to  the  identification  of 
physical  sex  differences  and  similarities;  the  barriers  to  the  development  of  full 
physical  potential  in  girls/women  and  boys/men;  the  role  and  influence  of  sepa- 
rate-sex versus  integrated  groupings  on  skill  acquisition,  performance,  and  self- 
concept,  including  self-confidence  and  leadership  skills;  and  the  effects  of  cultu. 
al/societal  attitudes  on  participation,  performance,  and  support  of  girls/women 
in  physical  activity.  The  issues  are  complex,  and  our  commitment  to  equity  must 
allow  for  full  study  of  alternative  strategics  to  achieve  the  goal. 
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Roles  for  men  and  women  continue  to  change  and  to  expand  in  contemporary 
America.  While  women  are  shifting  from  homemaker  to  homemaker  and  paid 
worker,  men  are  shifting  from  primary  wage  earner  to  worker  and  homemaker. 
The  combining  of  work  and  family  roles  challenges  young  people  today. 
Through  career  and  vocational  education,  teachers,  counselors,  and  parents  are 
preparing  children  for  these  changes. 

This  chapter  is  about  options.  In  order  to  achieve  sex  equity  in  career  and 
vocational  education,  we  must  increase  the  options  available  to  young  people  in 
all  areas  of  their  lives. 

Career,  in  its  broadest  sense,  means  "Hfe  path"  and  thus  includes  all  the 
roles  a  person  plays  throughout  life  (Super,  1980).  Career  choice  is,  therefore,  a 
lifelong  pursuit.  There  is  no  one  career  choice;  rather,  there  are  multiple  choicer 
along  the  way.  These  choices  are  based  on  what  people  learn  and  on  the  experi- 
ences they  have.  The  best  choices  are  those  that  give  satisfaction  and  pleasure  to 
each  person  and,  at  the  same  time,  allow  the  individual  to  make  a  contribution  to 
society.  Ideally,  every  person  should  match  her/his  job  choice  with  his/her 
talents  and  interests,  consistent  with  economic  opportunities  and  role  priorities, 
and  then  strive  to  achieve  her/his  career  goals. 

Vocational  education  is  distinguished  from  career  education  by  a  focus  on 
a  narrower  range  of  occupations.  It  covers  instruction  for  all  occupations  that  do 
not  require  a  B.A.  or  higher  degree.  Seven  major  educational  areas  are  included: 
agriculture,  distributive,  occupational  home  economics,  office,  health,  tech- 
nical, and  industrial. 

This  chapter  limits  itself  to  addressing  career  education  and  counseling 
programs  in  schools  from  kindergarten  through  the  senior  year  in  high  school 
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(K-I2)  and  vocational  education  programs  from  grade  7  through  a  2-year  Asso- 
ciate of  Arts  degree.  Some  programs  related  to  sex  equity  in  career  and  voca- 
tional educatioii  are  not  addressed  because  they  are  covered  in  greater  depth 
elsewhere  in  this  volume  (see  chapter  13  for  programs  in  math  and  science  and 
chapter  22  for  programs  for  adult  women). 

In  this  chapter  we  shall  discuss  the  key  sex  equity  issues  for  career  and 
vocational  education.  Identification  of  the  key  problem  areas  are  based  in  part  on 
the  reviews  of  sex  differences  and  of  sex  roles  presented  in  chapters  5  and  6,  and 
in  part  on  research  and  theory  related  to  career  development  and  on  rcserrch 
evidence  of  sex  discrimination  in  employment.  All  of  these  sources  agree  that 
most  critical  is  the  effect  of  sex-related  occupational  and  homemaking  ster- 
eotypes on  the  life  choices  students  make.  A  second  concern,  inequalities  in  self- 
concept,  deals  with  females  viewing  themselves  as  more  dependent  and  less 
competent  in  relation  to  work  than  males,  and  males  viewing  themselves  as  less 
competent  in  relation  to  parenting  and  helping  roles  than  females.  A  third  con- 
cern is  inequality  in  analytical  and  decision-making  skills  related  to  making 
career  choices,  with  girls  less  competent  than  boys,  but  with  boys  also  unskilled 
in  making  life  choices  based  on  a  consideration  of  work  and  family  roles  and 
their  interrelationships.  A  fourth  problem  area  relates  to  the  inequalities  in  voca- 
tional education,  especially  the  higher  enrollment  of  females  in  training  for  the 
lower-paying  occupations,  and  the  low  enrollment  of  males  in  training  for  par- 
enting and  homemaking.  The  fifth  and  last  problem  is  the  inadequate  training 
with  respect  to  sex  equity  of  administrators,  counselors,  and  educators  who 
provide  career  and  vocational  education  in  the  schools. 

THE  NEED  TO  DECREASE  SEX  STEREOTYPING  Ar;D 
DISCRIMINATION  IN  CAREER  AND  LIFE  CHOICES 
(ISSUES  1-3) 

The  first  three  concerns,  which  deal  with  sex-stereotyped  occupational 
perceptions  and  sex  differences  in  self-concepts  and  decision-making  ability 
related  to  career  and  life  choices,  are  interrelated.  Their  importance  and  unique 
effects  at  certain  age  levels  are  explained  in  good  measure  by  the  sex-equitable 
career  development  theories  of  the  last  decade  (Fanner,  1978;  Fitzgerald  & 
Crites,  1980;  Gottfredson,  1981;  Hansen,  1978;  Harmon,  1978;  Richardson, 
1979;  Super,  1980;  and  Tittle,  1981).  Although  several  theoretical  viewpoints 
could  be  taken  regarding  career  development,  we  have  adopted  a  developmental 
view  because  it  encompasses  contribudons  from  other  theoretical  perspectives 
and  at  the  same  time  addresses  change  in  persons  over  time.  Developmental 
theory  is  based  on  a  view  of  learning  which  assumes  that  persons  grow  and 
develop  through  their  interaction  with  the  environment.  This  view  is  consistent 
with  the  assumptions  outlined  in  chapter  6  and  avoids  the  twin  pittalls  of  a  purely 
psychological  theory,  which  would  locate  development  within  the  individual,  or 
a  purely  sociological  approach,  which  would  find  the  major  determinants  of 
development  in  the  environment. 
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We  selected  Gottfredson's  (1081)  theoretical  model  from  among  develop- 
mental theories  because  it  pinpoints  particular  career  development  tasks  at  the 
elementary,  secondary,  and,  in  the  case  of  vocational  education,  post-secondary 
levels  which  are  relevant  to  sex  equity.  Gottfredson's  review  presented  evidence 
that  sex  role  socialization  occurs  early  (ages  6-8)  and  that,  by  implication, 
programs  to  expand  options  should  begin  early  in  the  elementary  school,  with  a 
focus  on  preoccupational  experiences  and  skill  building. 

Gottfredson  traced  the  development  of  occupational  stereotypes  in  young 
children  through  adulthood.  Preschool  children,  she  found,  view  occupations  as 
adult  roles  with  which  they  rarely  identify.  By  age  6,  however,  children  are 
already  socialized  to  develop  an  awareness  of  the  gender  appropriateness  of 
behaviors  in  general,  and  of  occupations  in  particular.  Traditional  occupations  of 
females  span  a  narrower  range  than  those  for  males  and  are  less  well  paid  (see 
also  chapter  6).  Later,  in  grades  4  to  8,  children  develop  an  awareness  of  their 
appropriate  level  or  social  class  bounds.  This  awareness  is  based  on  a  combina- 
-hn  of  their  expenjnces  with  family,  friends,  and  community  persons  and  their 
own  estimates  of  their  ability. 

Between  ages  9  and  12,  children  become  highly  sensitive  lo  evaluation  by 
peers  and  later  to  more  general  social  group  expectation  and  values  (Van  den 
Daele,  1968).  They  begin  to  recognize  prestige  differences  among  jobs  that  are 
valued  by  society.  They  may  not  be  able  to  verbalize  social  class  distinctions,  but 
they  can  tell  how  important  a  person  is,  for  example,  by  the  kind  of  house  s/he 
lives  in  and  the  level  of  salary  earned.  Children's  own  preferences  for  the  kind  of 
work  they  would  like  to  do  are  influenced  by  these  values  and  expectations,  their 
social  class,  and  their  ability.  Research  by  Goldstein  and  Oldham  (1979)  indi- 
cates that  by  giade  8,  students  recognize  the  links  between  education,  work, 
money,  and  social  class.  Whereas  prestige  differences  appear  irrelevant  to  the 
first  grader  (for  example,  firefighter  and  doctor  may  both  be  options  for  the  same 
child),  by  fourth  grade  prestige  differences  do  influence  students'  career  choices. 

In  chapter  6,  Schau  describes  sex  role  development  theories  in  greater 
detail  and  notes  that  during  the  middle  school  years  sex  role  stereotypes  are  less 
fixed  than  previously  and  less  fixed  than  they  will  be  in  adolescence.  This  is, 
therefore,  a  period  during  which  educators  may  have  a  greater  impact  on  chang- 
ing sex  role  perceptions  of  students. 

Schau  also  notes  that  the  effect  of  role  models  on  students  is  mediated  by 
the  power  and  attractiveness  of  the  model.  They  point  out  that  parents  are 
replaced  as  models  for  children's  developing  self-concepts  during  preadoles- 
cence  by  the  more  normative  behaviors  of  persons  in  the  media  and  their  popular 
peers. 

In  high  school,  the  student's  concern  is  not  primarily  with  the  level  of  an 
occupation  or  its  sex  appropriateness,  but  rather  with  choosing  a  particular  field, 
for  example,  health,  agriculture,  or  business.  At  that  time,  young  people  begin  to 
be  aware  of  the  appropriateness  of  a  particular  occupational  field  for  them.  This 
knowledge  develops  out  of  their  increasing  awareness  of  their  own  interests. 
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values,  and  aptitudes  (Rosenberg,  1979).  In  high  school,  adolescents  are  also 
motivated  to  make  choices  about  what  occupation(s)  they  t-*  jght  enter  and  about 
the  kind  of  future  life  they  want  as  they  become  aware  of  n.ore  internally  based 
and  abstract  concepts  of  self  and  the  drive  for  internal  direction,  autonomy,  and 
coherence  (Van  den  Daele,  1968).  They  are  involved  in  identifying  their 
uniqueness,  in  contrast  to  earlier  years  when  they  were  involved  in  coming  to 
terms  with  the  expectations  of  others.  Their  concerns  include  understanding  the 
person  they  are  and  would  like  to  be,  a3  we!!  as  making;,  life  plans  and  choices 
related  to  family,  leisure,  and  work  (Rosenberg  &  Rosenberg,  1982).  A  positive 
self-concept  is  important  at  this  time  also,  since  it  has  been  related  to  career 
choices  that  are  most  consistent  with  a  person's  potential  (Fitzgerald  &  Crites, 
1980).  Toward  the  end  of  high  school,  some  students,  particularly  those  in 
vocational  education  programs,  are  involved  in  job  training  and  job  hunting,  a 
process  of  compromise.  They  must  adjust  iheir  ideal  career  choice  to  the  realities 
of  training  opportunities  and  employment  in  that  field.  The  extent  to  which 
training  is  equally  accessible  to  males  and  females  during  this  period  is  crucial  to 
achieving  sex  equity  in  work. 

Although  the  integration  of  work  and  family  roles  is  a  task  for  the  adult,  a 
formative  stage  for  this  integration  takes  place  in  adolescence.  Interestingly,  on 
the  average,  adolescent  females  and  males  aspire  to  similar  levels  of  occupations 
(Card,  Steel,  &  Abeles,  1980;  Farmer,  1983;  Tittle,  1981).  In  fact,  some  re- 
searchers (Farmer,  1983)  find  that  adolescent  females  aspire  to  significantly 
higher  levels  of  occupations  than  do  males.  But  later,  when  employed,  signifi- 
cant sex  differences  appear  in  the  occupational  level  reached,  with  females  at 
increasingly  lower  levels  than  males  (Card,  Steel,  &  Abeles,  1980). 

Gottfredson's  review  suggests  that  when  it  comes  time  to  make  career 
choices  in  high  school  and  afterwards,  a  pcrson*s  occupational  sex  stereotypes 
take  priority  over  his/her  perception  of  what  level  or  what  field  of  occupation  to 
enter.  It  is  all  the  more  critical,  therefore,  that  occupational  stereotypes  be 
reduced  early,  in  order  to  increase  the  likelihood  that  young  people  will  consider 
the  appropriate  level  of  occupations  and  the  fields  that  will  use  their  full  poten- 
tial. In  the  developmental  stage  when  the  bounds  of  occupational  level  are  being 
set  (grades  4-8),  social  class  values  related  to  family  and  work  roles  are  also 
being  internalized.  Dunng  the  early  school  years,  these  values  can  be  explored 
and  broadened  so  that  in  high  school  and  afterwards  females  and  males  will 
choose  life  plans  based  more  on  their  own  unique  interests  and  aptitudes  than  on 
gender.  The  goal  is  to  increase  Che  likelihood  thai  students  will  regard  all  fields  of 
occupations  as  potential  options  for  them,  provided  they  have  the  necessary 
aptitudes.  School  personnel  must  work  to  reduce  occupational  and  homemaking 
sex  role  stereotypes.  They  should  also  work  to  reduce  social  class  restrictions  on 
occupational  options.  Coeducational  home  economics  and  industrial  arts  courses 
should  be  required  for  both  sexes,  and  nontraditional  training  options  should  be 
explored. 

There  is  a  need  to  facilitate  the  development  of  a  positive  self-concept  so 
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that  Students  feel  good  about  themselves  and  feel  competent  about  school  work 
and  making  decisions.  People  with  positive  self-concepts  are  more  likely  to 
increase  the  level  and  range  of  options  considered.  There  is  also  a  need  to 
enhance  the  problem-solving  and  career  decision-making  skills  of  students.  This 
task  involves  somewhat  different  skills  for  girls  than  for  boys  because  values 
related  to  life  choices  tend  to  differ  by  sex.  In  life  planning,  these  differences 
need  to  be  taken  into  account  in  order  to  increase  the  options  considered. 

The  description  of  career  development  issues  in  this  section  applies  to  both 
career  education  and  vocational  education.  However,  some  special  equity  needs 
have  been  identified  for  vocational  education,  and  these  are  described  next. 

SEX  DISCRIMINATION  AND  SEX  SEGREGATION 
IN  VOCATIONAL  EDUCATION  (ISSUE  4) 

In  spite  of  the  requirements  of  Title  IX,  sex  segregation  in  vocational 
education  remains  high  (Wells,  1983).  Data  for  1980  indicate  that  females  repre- 
sent 91  %  of  students  in  training  as  nursing  assistants,  87%  of  those  in  training  as 
community  health  workers,  and  92%  of  those  in  cosmetology  and  in  secretarial 
training.  Foi  inales  these  data  indicate  that  they  represented  95%  in  electrical 
technology,  90%  in  electronics,  94%  in  appliance  repair,  96%  in  auto  mechan- 
ics, 96%  in  carpentry,  95%  in  welding,  and  96%  in  small  engine  repair.  In 
addition  to  sex  segregation.  Wells  reported  that  a  su»dy  of  four  states  (California, 
Colorado,  Florida,  and  Illinois)  showed  that  males  were  concentrated  in  fields 
with  high-paying  job  opportunities,  whereas  females  were  concentrated  in  fields 
with  low-paying  job  opportunities. 

The  reasons  for  this  continued  sex  segregation  were  attributed  in  another 
study,  conducted  in  Idaho,  Iowa,  Wisconsin,  Pennsylvania,  and  Massachusetts, 
to  a  a  lack  of  active  commitment  to  sex  equity  on  the  part  of  educational  officials 
and  school  personnel  (Wells).  These  educators  did  not  actively  recruit  students 
for  nontraditional  fields,  they  frequently  maintained  sex-segregated  high  schools 
in  large  urban  areas,  and  they  did  little  tc  assure  the  nontraditional  student's 
comfort  and  well-being  in  classes  where  they  were  a  minority. 

Manifestations  of  sex  bias  in  the  teaching  and  learning  environment  create 
unequal  educational  opportunities  for  students.  Even  in  coeducational  class- 
rooms, ser  bias  is  visible  in  vocational  texts  and  instructional  materials  that  not 
only  reflect  but  exaggerate  traditional  stereotyped  roles  and  the  div.^ion  oi  labor; 
in  a  curriculum  geared  to  the  interests  and  needs  of  only  one  sex;  in  instructional 
practices  that  divide  students  into  single-sex  groups;  in  evaluations  that  use 
different  criteria  for  grading  males  and  females;  in  teacher  expectations  that 
differentiate  between  male  and  female  students;  in  unequal  funding  for  equip- 
ment, labs,  and  student  projects  in  female-intensive  vocational  programs;  and  in 
a  higher  ratio  of  students  to  teachers  in  female  intensive  vocational  programs 
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The  goal  is  to  increase  the  enrollment  of  females  and  males  in  vocational 
education  fields  formerly  dominated  by  the  opposite  sex:  for  females  especially 
those  fields  with  higher  salary  expectations,  and  for  males  those  fields  that 
prepare  them  for  increased  competence  as  parents.  This  goal  requires  more  than 
equal  access.  It  also  requires  active  recruitment,  support  services,  and  sex-fair 
curricula.  Also  critical  to  achieving  this  goal  is  the  need  for  a  cadre  of  equity- 
trained  and  dedicated  educators,  counselors,  and  administrators.  These  needs  are 
discussed  next. 

THE  INADEQUATE  SEX  EQUITY  TRAINING 
OF  EDUCATORS  (ISSUE  5) 

Many  school  administrators,  counselors,  and  educators  continue  to  view 
occupations  stereotypically  (Farris,  1982;  Tanney  &  Birk,  1976).  Attitudes  of 
educators,  students,  parents,  and  uployers  reflect  outdated  and  inaccurate  in- 
fonoation  about  female  labor  force  participation  and  a  clear  belief  that  there  are 
"men's"  jobs  and  "women's"  jobs.  These  attitudes  limit  students'  career  aspira- 
tions and  occupational  choices.  Frequently,  traditional  attitudes  about  sex-appro- 
priate jobs  and  about  the  abilities  of  students  in  vocational  education  contribute 
to  a  hostile  learning  environment  for  females  and  males  who  have  made  nontradi- 
tional  vocational  choices  (Farris,  1982).  More  recently,  sexual  harassment  of 
young  women  in  vocational  classrooms  and  labs  nontraditional  for  their  sex  is 
being  recognized  as  an  additional  issue  to  be  addressed  (Wells,  1983).  Prior  to 
Title  IX,  counseling  practices,  materials,  and  assessment  tools  reflected  tradi- 
tional sex  role  stereotypes,  with  different  scales  used  to  measure  interests  and 
aptitudes  of  females  and  males.  Research  with  vocational  educators  and  students 
indicated  that  adolescent  males  were  aware  of  a  greater  number  of  occupations 
and  expected  to  achieve  them,  whereas  adolescent  females  were  aware  of  a  more 
limited  number  of  occupations  and  had  low  expectations  for  their  achievements 
in  these  vocational  fields  (Farris,  1982).  These  low  expectations  for  fe->iale 
achievement  contrast  with  the  high  female  career  aspiration  level  reported  carllsi 
in  this  chapter  (Farmer,  1983). 

Lack  of  support  services  in  the  educational  setting  acts  as  a  barrier  to 
student  participation  in  nontraditional  vocational  education.  Some  needed  sup- 
port services  include  nontraditional  role  modelu,  support  groups  for  nontradi- 
tional students,  and  prevocational  classes.  "Sex-stereotyped  attitudes,  expecta- 
tions, and  behaviors  on  the  part  of  parents,  teachers,  and  counselors  ...  all 
need  to  be  reckoned  with  to  overcome  the  cultural  forces  that  have  for  so  long 
placed  limits  on  the  occupational  attainment  of  women,  channeling  them  into 
traditionally  female  occupations  and  away  from  traditionally  male  occupations" 
(Wirtenbcrg,  1979). 

People  have  attempted  to  address  the  issues  described  above  by  creating 
educational  policies  and  laws  and  by  developing  sex-equitable  curricula. 
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MAJOR  POLICIES  THAT  ATTEMPT  TO  CREATE 
SEX^EQUITABLE  CAREER  AND 
VOCATIONAL  EDUCATION 

The  general  role  of  laws  and  other  policies  in  creating  equity  is  discussed  in 
chapter  7.  Following  are  specific  ways  that  these  laws  and  policies  have  helped 
bring  about  equity  in  career  and  vocational  education. 

Title  IX  of  the  Education  Amendments  of  1972  is  the  major  federal  law 
that  prohibits  sex  discrimination  in  education.  Its  enabling  regulations  specify 
several  ways  that  discrimination  in  career  and  vocational  education  should  be 
eliminated  directly.  They  include  provisions  against  sex  discrimination  in  admis- 
sions to  schools,  courses,  and  occupational  training  and  specifically  say  that  a 
recipient  of  federal  funds  may  not  provide  industrial,  business,  vocational,  tech- 
nical, or  home  economics  courses  or  educational  activities  separately  on  the  basis 
of  sex.  They  also  prohibit  a  recipient's  use  of  sex-discriminatory  appraisal  and 
counseling  materials  or  methods. 

The  Vocational  Education  Act  was  amended  in  1976  to  add  specific  provi- 
sions for  eliminating  sex  bias,  stereotyping,  and  discrimination  in  vocational 
education,  including  homemaking  programs.  In  1979  the  Office  for  Civil  Rights 
(OCR)  issued  guidelines  that  require  state  education  departments  to  establish  a 
civil  rights  compliance  program  to  monitor  and  provide  technical  assistance  in 
order  to  ensure  nondiscrimination  in  vocational  education  programs. 

The  Vocational  Education  Act  if  particulariy  valuable  for  establishing 
affirmative  provisions  to  help  educators  provide  sex  equity  through  federal  and 
state  financial  assistance.  It  does  this  by  establishing  full-time  sex  equity  coordi- 
nators in  each  state  with  a  minimum  550,000  budget  each  and  by  providing 
funding  at  both  Ihe  national  and  state  levels  for  sex  equity  programs  and  curricula, 
including  programs  for  persons  seeking  jobs  in  areas  nontraditional  for  their  sex. 

The  Career  Incentive  Education  Act  of  1977,  which  is  now  part  of  the 
Education  Consolidation  and  Improvement  Act  of  1981,  also  contains  in  chapter 
2  specific  language  requiring  that  assistance  be  provided  to  educational  agencies 
and  institutions  in  eliminating  sex  bias  and  stereotyping  in  career  education 
programs  and  in  promoting  equal  opportunity  in  students'  career  choices. 

The  Women's  Educational  Equity  Act  (WEEA)  of  1974,  Title  IV  of  the 
Civil  Rights  Act  of  1964,  and  state  laws  and  policies  have  also  been  used  to  help 
support  the  development  and  use  of  sex  equity  programs  and  activities  in  career 
and  vocational  education. 

Programs,  most  of  which  have  been  supported  by  federal  funds  mandated 
by  the  previously  discussed  laws,  have  been  developed  to  promote  sex  equity  in 
career  and  vocational  education  at  the  elementary,  middle,  and  high  school 
levels.  Evidence  from  some  of  these  programs  shows  that  they  have  succeeded  in 
addressing  our  five  sex  equity  issues. 

In  examining  this  evidence  we  will  apply  Johnston  and  Ettema's  (1982) 
distinction  between  three  types  of  stereotypes:  beliefs,  attitudes,  and  interests. 
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(See  also  chapter  6  for  similar  distinctions.)  Beliefs  mean  that  which  is  believed 
to  be  true  about  an  object,  for  example,  **Girls  are  lousy  mechanics  and  boys 
aren't  very  nurturant."  Attitudes,  however,  pertain  to  values.  A  person  may  say, 
for  example,  **1  think  it  is  a  good  idea  for  girls  to  engage  in  mechanical  ac- 
tivities," or  **I  think  it  is  a  good  idea  for  boys  to  engage  in  homemaking 
activities."  Interests,  in  contrast  to  these  more  normative  beliefs  and  attitudes, 
refer  to  what  people  themselves  would  or  would  not  like  to  do.  A  person  may 
have  stereotyped  interests — that  is,  those  commonly  held  by  her/his  gender — or 
may  develop  interests  based  on  his/her  unique  aptitudes.  Changes  in  interests, 
directly  bring  about  changes  in  behavior  but  need  to  be  evaluated  differently 
from  beliefs  and  attitudes,  since  interests  are  expected  to  be  unique  for  each 
person  and  to  be  consistent  with  the  things  s/he  enjoys  doing. 

Specific  Curricula  That  Appear  Effective  in  Promoting 
Sex  Equity 

Elementary  School  Career  Education  Programs  and  Products,  There 
have  been  several  hundred  programs  developed  that  attempt  to  reduce  sex  role 
stereotyping  of  beliefs,  attitudes,  and  interests  related  to  both  occupations  and 
homemaking  (issue  1),  The  best  of  these  programs  use  a  variety  of  methods  to 
reduce  stereotyping,  but  very  few  have  used  evaluation  techniques  adequate  to 
the  task  of  providing  evidence  that  participating  students  endorsed  significantly 
less  stereotypic  beliefs  and  attitudes  toward  various  role  behaviors  by  the  end  of 
the  program  than  they  did  initially  (American  Institutes  for  Research,  1978), 
Four  of  these  programs — Freestyle,  Opening  the  Doors,  HEAR,  and  Equality — 
have  met  the  Department  of  Education,  Joint  Dissemination  Review  Panel  crite- 
ria of  effectiveness  and  generalizability.  The  reference  list  contains  information 
on  where  these  projects  were  conducted.  Summary  findings  related  to  the  effec- 
tiveness of  these  programs  in  reducing  sex-stereotyped  beliefs  and  attitudes  are 
provided  in  table  9. 

Freestyle  materials  consist  of  13  half-hour  TV  video  cassettes,  divided  into 
twenty-six  15-minute  segments  for  classroom  use  (grades  3-6).  The  programs 
portray  a  multiethnic  group  of  young  teenagers  and  their  families  engaging  in 
nonstereotypic  activities  both  at  home  and  at  work.  Viewers  learn  about  the 
changing  role  of  men  and  women  ir  occupations  and  in  family  living  through  the 
settings  and  plots  of  the  dramas  Accompanying  the  programs  are  a  teacher's 
guide,  student  comic  book/acti\  ity  book,  and  a  calendar  for  parents. 

Freestyle  successfully  changed  the  attitudes  of  both  boys  and  girls  toward 
several  nontraditional  role  behaviors  (Johnston  &  Ettema,  1982).  Girls'  attitudes 
changed  positively  and  significantly  toward  boys  in  helping  roles,  more  men  in 
female  jobs,  and  husbands  doing  more  female-stereotyped  housework.  Boys' 
attitudes  changed  positively  and  significantly  toward  girls  in  athletics,  girls  in 
mechanical  activities,  girls  as  leaders,  girls  being  independent,  and  more  women 
in  traditionally  male  jobs.  Girls  also  changed  attitudes  positively  and  signifi- 
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Table  9,  Summary  Evidence.  Using  Effect  Size."  for  Elementary  School  Career 
Education  Programs 


Project  by  grade 


Less  stereo- 
typic beliefs 


More  positive 
attitudes;  non- 
traditional  role 
bcliaviors 


Random 

assign-  Repli-  Reprc- 
ment  of  cated  sentative 


in  school^ 

M 

r 

JC 

T 

E 

C  subjects 

study 

samp 

K.  Opcnmg  Doors 

ns 

.57 

18 

24 

X 

X 

X 

K.  Equality 

20 

41 

1.  E(]uality 

.98 

38 

166 

I.  Opening  Doors 

ns 

* 

1.25 

17 

22 

X 

X 

X 

2.  Equality 

1.42 

41 

156 

2.  Opening  Doors 

ns 

* 

.86 

54 

36 

X 

X 

X 

3.  Equality 

1.32 

49 

196 

3.  Opening  Doors 

* 

* 

.64 

45 

43 

X 

X 

3.  Freestyie^'SJ 

.39 

.48 

X 

X 

X 

4.  Equality 

.89 

33 

177 

4.  Freestyle 

.39 

.48 

X 

X 

X 

4.  HEAR 

.49 

116 

42 

X 

X 

X 

5.  Equality 

.73 

73 

194 

5.  Freestyle 

.39 

.48 

X 

X 

X 

6.  Equality 

.63 

47 

115 

6.  Freestyle 

.39 

.48 

X 

X 

X 

'Effect  size.  In  evaluating  effect  she,  Cohen  (1977)  suggested  that  a  value  of  .2  is  considered  a 
minimum  for  a  meaningful  gain;  .2  to  .5  arc  small;  .5  to  .8  arc  moderate,  while  those  greater  than  .8 
arc  large.  »>These  four  projects  are  approved  by  the  Joint  Dissemination  Review  Panel  (Tallmadge. 
•977).  =  Number  of  subjects,  E  =  experimental.  C  =  control.  *'RepiTcsentailvc  of  minority  and 
white  students  and  of  a  range  of  social  classes.  «M  =  male,  F  =  female.  1*  =  total  group.  'The  effect 
for  grade  in  school  was  n^igligible.  and  therefore  data  were  combined  across  grades  for  each  of  the 
measures.  sThis  study  used  students  in  grades  4  through  6,  but  the  results  were  not  reported  by  grade, 
total  n  for  experimental  group  =  686.  that  for  the  control  group  =:  264. 

*Significant.  but  data  not  available,  ns  =  nonsignificant. 


cantly  toward  girls  being  independent,  more  women  in  male  jobs,  and  more 
wives  doing  more  male-stereotyped  housework.  Boys'  attitudes  changed 
positively  and  significantly  toward  boys  in  helping  roles,  more  men  in  female- 
stereotyped  jobs,  and  husbands  doing  more  traditionally  female-stereotyped 
housework. 

Girls  demonstrated  large  gains  in  interest  in  athletics;  moderately  increased 
interests  in  "realistic"  careers,  that  is,  ones  that  include  technical  trades  and 
engineering;  and  small  but  significant  increases  :n  mechanical  activities  and  in 
business-related  careers.  Boys  demonstrated  small  but  significant  gains  in  in- 
terest in  "helping"  behaviors  and  in  people-related,  helping  occupations  (John- 
ston &  Ettema,  1982).  The  Freestyle  TV  series  appears  to  be  effective  in  chang- 
ing attitudes  and  beliefs  about  nontraditional  activities  both  at  work  and  at  home. 
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Project  Opening  the  Doors  (grades  K  -3)  and  Project  HEAR  (grades  4-6) 
attempt  to  expand  students'  beliefs  about  occupations  suitable  for  females  and 
males,  but  do  not  address  homemaking  stereotypes.  Opening  the  Doors  and 
HEAR  were  designed  by  the  same  persons.  Table  9  indicates  that  although  both 
programs  were  successful  in  achieving  their  first  goal— reducing  stereotypic 
beliefs  about  occupations— the  effect  size  for  change  became  increasingly  small- 
er from  grades  1  to  4.  The  range  was  from  1 .25  to  .49.  Opening  the  Doors  was 
found  to  be  more  effective  for  fenr.ales  than  males  in  reducing  stereotypic  oc- 
cupational beliefs  as  well  as  in  increasing  and  maintaining  interest  in  nontradi- 
tional  occupations. 

Project  Equality  materials  include  five  occupational  simulation  packets, 
each  of  which  features  a  hands-on  career  education  activity.  Packets  are  also 
designed  to  help  teachers  and  students  expand  their  awareness  of  sex  role  st:r- 
eotyping  and  to  broaden  their  view  of  the  roles  men  and  women  can  fill  at  home 
and  on  the  job.  The  materials  were  effective  in  reducing  occupational  and  home- 
making  stereotypes  for  grades  K-6. 

Other  programs  with  potential  for  reducing  stereotypes  in  elementary 
schools  were  identified.  The  Gir!  Scouts  of  America,  with  federal  funding,  :^as 
developed  sex  equity  career  education  materials  for  use  by  Brownies  and  Junior 
Scouts,  grades  2  through  6.  These  materials,  Careers  to  Explore,  help  scouts 
examine  their  values,  interests,  and  activities;  explore  a  wide  assortment  of 
careers,  consider  future  career  possibilities  for  themselves;  and  develop  positive 
attitudes  toward  career  choices  for  women.  Although  there  has  not  been  an 
evaluation  of  their  effectiveness,  these  materials  have  bc^n  field-tested  and  re- 
ceived a  "superior"  rating  from  the  National  Education  Association.  Other  cur- 
ricular  materials,  developed  wiih  funding  support  from  the  Women's  Educa- 
tional Equity  Act  (WEEA),  are  described  in  a  catalogue  published  by  the  WEEA 
Publishing  Center  (1982).  One  resource  for  the  elementary  level.  People  and 
Places,  U.S.A.,  is  a  series  of  stories  encouraging  nontraditional  career  explora- 
tion. Another,  Trabahamos:  A  BilinguallMulticultural  Career  Awareness  and 
Language  Enrichment  Program,  presents  12  nontraditional  occupations. 

In  summary,  this  section  has  reviewed  programs  and  materials  aimed  at 
increasing  the  likelihood  that  elementary  students  will  regard  all  occupational 
fields  as  potential  options  for  them,  provided  they  have  the  necessary  aptitudes. 
Although  four  programs  effectively  reduced  sex-stereotyped  beliefs  and  at- 
titudes, none  of  the  programs  demonstrated  changes  in  behaviors.  While  Free- 
style and  Equality  redu:ed  stereotypes  related  to  both  family  and  work  roles. 
Opening  Doors  and  HEAR  focused  only  on  reducing  occupational  stereotypes. 

Middle  School  Programs  and  Products.  Middle  school  programs  and 
products  address  issues  1-^  Middle  school  (junior  high),  grades  7-9,  is  a 
particularly  important  period  for  .  areer  and  vocational  education.  It  is  the  begin- 
ning of  the  exploration  stage  of  career  development  (Super,  1980)  and  thus  is  an 
important  time  to  provide  young  people  with  information  and  experiences  about 
the  range  of  career  options.  At  this  age  students  are  less  stereotypic  in  outlook, 
compared  to  the  elementary  school  years  immediately  '^ehind  them  and  the 
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adolescent  years  immediately  ahead.  It  is  also  during  these  years  when  classes  in 
industrial  arts  and  in  home  economics  are  provided  in  the  public  school  system. 
Positive  experiences  in  these  courses  for  students  of  both  sexes  could  lead  to  less 
stereotypic  attitudes,  beliefs,  and  behaviors  and  to  more  vocational  education 
students  choosing  programs  nontraditional  for  their  sex  in  high  school. 

Curricular  changes  to  enhance  sex  equity  in  vocational  exploration  in 
junior  high  can  be  simple  and  extremely  cost-effective.  An  especially  successful 
model  (AIR,  1979)  is  a  series  of  coed  miniclasses  which  expose  each  student  to 
many  courses  ranging  from  cooking  to  welding,  as  opposed  to  only  those  courses 
traditional  for  each  sex.  This  entails  designing  introductory  classes  where  none 
exist  or  shortening  existing  classes  so  that  incoming  students  can  take  all  or  most 
of  them.  This  approach  has  the  additional  benefit  of  allowing  students  to  share 
equally  in  any  initial  uneasiness  about  nontraditional  classes,  thus  reducing  so- 
cial pressure  to  conform  to  sex  stereotypes  in  choosing  a  career  path. 

HEAR  (grades  7-9)  was  designed  to  increase  students'  knowledge  of 
occupations  and  to  encourage  students  to  consider  all  occupations  as  potential 
choices  for  them.  Gottfredson  (1981)  found  that  students  in  this  age  range  restrict 
the  level  of  occupation  they  view  as  acceptable  based  in  part  on  their  social  *.iass 
background.  One  way  to  combat  this  tendency  may  be  to  increase  students' 
occupational  knowledge,  exposing  them  to  acceptable  role  models  in  a  wider 
range  of  occupations  than  their  family  background  has  done. 

The  HEAR  curriculum  focuses  on  the  occupational  fields  of  health  and 
government  and  on  18  occupations  within  those  fields  that  are  projected  to 
expand  over  the  next  10  years,  with  18  additional  slides  of  people  in  nontradi- 
tional occupations.  These  units  divide  into  three  sections:  learning  about  oneself, 
the  woiid  of  work,  and  decisions.  HEAR,  part  of  a  larger  articulated  program  for 
elementary  and  high  school  students  (K-12),  is  effective  in  reducing  occupa- 
tional sex  stereotypes  for  occupations  chosen  by  students  in  grades  7-9.  Ex- 
pressed interest  in  an  occupation  k  evidence  of  desirable  behavioral  change. 

The  importance  of  the  Title  IX  prolsibition  of  sex-segregated  home  eco- 
nomics and  industrial  arts  courses  was  supported  by  the  research  of  Wirtenberg 
(1979).  She  compared  seventh-grade  giris  and  boys  who  were  required  to  take 
coeducational  home  economics  and  industrial  arts  courses  (called  practical  arts) 
with  girls  who  were  required  to  take  sex-segregated  (giris  only)  home  economics 
and  with  boys  who  were  required  to  take  sex-segregated  (boys  only)  industrial 
arts.  Results  indicated  that  females  in  the  coed  practical  arts  courses  increased 
their  sense  of  competence  in  a  wide  variety  of  traditionally  male  activities  and 
skills,  attributed  more  traditionally  male  personality  characteristics  to  themselves 
(for  example,  being  logical),  and  indicated  a  greater  interest  in  activities  and 
occupations  in  nontraditional  areas,  compared  to  the  giris  who  took  only  home 
economics.  Results  were  analogous  for  the  boys  on  mtc  sures  assessing  changes 
in  traditionally  male  and  female  personality  characteristics,  interests,  and 
competencies. 

The  surprising  part  of  these  results,  however,  was  that  the  differences 
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between  the  two  groups  were  already  evident  within  two  weeks  of  the  school 
year,  and  overall  differences  could  almost  entirely  be  attributed  to  the  beginning 
year  differences  that  resulted  merely  from  being  placed  in  these  separate  tracks. 
Although  there  were  still  more  differences  at  the  end  of  the  year,  the  potential 
additional  benefits  that  could  have  ensUv'^d  from  the  actual  course  content  itself 
were  never  manifested  (Wirtenberg,  1979). 

When  Wirtenberg  looked  for  possible  explanations  of  these  findings,  she 
found  considerable  evidence  of  sex  role  stereotyping  within  the  coed  classes, 
which  may  have  mitigated  the  impact  of  the  course.  Wirtenberg  concluded  that 
while  there  are  significant  benefits  from  legislating  and  enforcing  the  sex  deseg- 
regation of  home  economics  and  practiCc'^J  arts,  '*  s  not  enough  merely  to  open  up 
previously  all-boys'  industrial  arts  classes  to  girls,  or  open  up  previously  all- 
girls'  home  economics  classes  to  boys. 

The  Practical  Arts  Program  was  identified  jy  Harrison  (1980)  as  one  with 
potential  for  enhanciiig  males'  and  females'  sense  or  competence  in  relation  to 
nontraditional  roles.  TTiis  program  provides  coeducational  classes  in  both  home 
economics  and  industrial  arts  at  the  eighth-grade  level.  One  of  its  goals  is  to 
enhance  females'  self-sufficiency  around  the  home  by  teaching  them  skills  in 
repairing  electrical  equipment,  plumbing,  and  carpentry,  in  addition  to  home 
economics.  Another  goal  is  to  enhance  males'  self-sufficiency  around  the  home 
by  teaching  them  skills  in  child  care,  sewing,  laundry,  nutrition,  and  cooking,  in 
addition  to  industrial  arts.  Teachers  for  these  courses  are  a  coeducational  team 
committed  to  sex  equity,  who  model  nontraditional  behaviors. 

Curricular  materials  developed  with  funding  support  from  the  Women's 
Educational  Equity  Act  are  also  available  for  middle  school.  One  such  package  is 
Connections:  Women  and  Work  Skills  for  Good  Jobs^  containing  activities  orga- 
nized around  career  preparation  for  nontraditional  jobs. 

High  School  Programs  and  Products.  The  first  four  sex  equity  issues  are 
L'elevam  for  high  school  students:  (1)  to  decrease  occupational  and  homemaking 
stereotypes,  (2)  to  facilitate  the  development  of  a  positive  self-concept,  (3)  to 
enh:ince  problem-solving  and  decision- making  skills  relating  to  career  choice, 
and  (4)  to  increase  student  enrollment  in  vocational  courses  nontraditional  for 
their  sex. 

We  found  only  one  high  school  program  focused  primarily  on  reducing  sex 
role  stereotyping  (issue  1)  with  supporting  evidence  that  it  worked:  Women  in 
Nontraditional  Careers  (WINC)  (Northwest  Regional  Educational  Laboratory 
1980).  WINC  was  conducted  in  high  schools  in  Portland,  Oregon  during  the 
years  1979-1980  for  120  young  women.  The  one-semester  program  successfully 
increased  participants'  understanding  of  the  way  sex  role  stereotyping  limits 
women's  career  planning  and  preparation.  Participants  also  had  more  flexible 
career  and  life  plans  when  they  finished  the  program  compared  to  the  control 
group.  The  program's  final  report  contains  useful  recommendations  and  excel- 
lent qualitative  descriptions  potentially  useful  (o  persons  interested  in  establish- 
ing similar  programs  that  could  be  expanded  to  include  men. 

If  t  f  I     V  ' 
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Harrison  (1980)  identified  the  Career  Internship  Program  from  West 
Nyack,  New  York,  as  a  program  that  enhanced  adolescents'  sense  of  competence 
and  independence  (issue  2)  and  ihat  also  focused  on  life-planning  skills  (issue  3). 
On  a  voluntary  basis,  8th-,  1 1th-,  and  12th-grade  students  signed  up  for  a  career 
internship,  which  involved  working  in  1  of  approximately  25  local  nontraditional 
work  sites.  Student  evaluations  of  their  work  experience  indicated  that  a  majority 
acquired  an  increased  senst  of  competence  in  the  field  of  work  entered.  To  the 
extent  that  adolescents  gain  experience  in  high  school  in  nontraditional  fields, 
experience  t'  at  enhances  their  sense  of  competence  as  well  as  their  life  planning 
skills,  this  program  contributes  to  advancing  sex  equity. 

Among  federally  funded  and  JDRP-approved  career  education  programs, 
the  Experience-based  Career  Education  programs  (EBCE)  for  vocational  educa- 
tion students  in  high  school  provide  effective  work  experience  to  students  who 
might  otherwise  not  have  obtained  such  training.  These  programs  practice  sex- 
fairness  by  encouraging  both  females  and  males  to  train  in  nontraditional  work 
places,  by  teaching  decision-making  and  life-planning  skills,  and  by  facilitating 
development  of  a  positive  self-concept  (issues  2,  3,  and  4).  Anderson  (1973)  has 
provided  a  useful  description  of  increases  in  sex-faimess  for  EBCE  projects, in 
Nebraska,  the  state  of  Washington,  Illinois,  Virginia,  Michigan,  and  North 
Carolina. 

The  Girl  Scouts  of  America  have  'developed  sex  equity  career  education 
materials  for  Senior  Scouts,  grades  7  through  12.  Their  program.  From  Dreams 
to  Reality^  helps  adolescents  develop  their  skills  and  abilities  in  order  to  make 
effective  career  choices.  The  four-part  program  includes  an  activity  book,  a  deck 
of  career  cards,  a  leader's  guide,  and  a  council  guide.  These  materials  have  been 
rated  "superior''  by  the  National  Education  Association. 

Curricular  materials  were  created  for  high  school  students  with  funding 
support  from  the  Women's  Educational  Equity  Act  (WEAA  Publishing  Center, 
1982).  One  example.  Options:  A  Curriculum  Development  Program  for  Rural 
High  School  Students,  develops  career  and  life-planning  skills.  Students  who 
used  these  materials  made  more  gains  in  knowledge  and  skills  associated  with 
effective  career  planning  and  chose  significantly  more  nontraditional  careers  than 
control  group  students  using  the  regular  home  economics  curriculum. 

Tittle  (1981)  has  added  a  new  dimension  to  career  education  and  counsel- 
ing that  offers  promise  for  enhancing  life-planning  skills  for  female  adolescents. 
To  the  set  of  work  values  identified  by  Katz  (1973)  she  added  marriage  and 
parenthood  values.  These  values  a  e  potentially  useful  in  career  education  pro- 
grams for  adolescents  because  they  permit  educators  and  counselors  to  identify 
students'  sex-traditional  and  -nontraditional  occupational  values,  then  relate 
these  to  developmental  needs.  Females  with  sex-traditional  occupational  values. 
Tittle  suggested,  can  be  assisted  in  differentiating  the  value  "helping  others"  as 
it  applies  to  marriage,  family,  and  work  settings.  Females  with  nontraditional 
occupational  values.  Tittle  found,  have  surprisingly  traditional  values  related  to 
marriage.  She  suggested  that  educators  and  counselors  explore  with  students 
whether  their  values  arc  based  on  others'  expectations  or  on  their  own. 
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Farmer  et  al.  (1981)  have  developed  a  product  for  high  school  students 
whose  purpose  is  to  increase  the  likelihood  that  adolescents  consider  their  home- 
related  values  and  commitments  when  they  engage  in  career  planning.  Students 
who  use  the  materials  are  led  to  consider  the  role  of  cooperation  as  well  as 
competition  in  achievement  and  the  effect  of  success  in  a  career  on  relationships 
with  others.  The  product  was  developed  over  a  5-year  period  with  more  than 
4,000  adolescents,  representative  of  rural,  urban,  and  inner  city  locations,  in  the 
state  of  Illinois.  The  materials  were  found  to  be  valid  for  students  in  that  they 
accurately  identified  home-  and  career-related  values  and  into,  .As  that  influ- 
enced students'  career  motivation. 

Changes  in  student  enrollment  in  vocational  courses  nontraditional  for  their 
sex  are  seldom  the  result  of  only  one  program  strategy;  more  often,  they  are  the 
result  of  many.  The  impact  of  each  strategy  on  the  final  results — enrollment  and 
eventual  placement  in  employment — is  difficult  to  weigh.  A  :*idy  of  Rorida 
secondary  schools  examined  program  elements  in  21  schools  that  had  been  most 
successful  in  achieving  nontraditional  enrollments  and  in  21  that  had  been  least 
successful  (Becker  &  Cole,  1980).  Six  elements  were  identified  that  were  present 
in  the  schools  most  successful  at  reducing  sex  stereotyping  in  classes:  (P  text- 
books and  teaching  materials  that  were  revised  to  eliminate  sex  bias,  (2)  student 
handbooks  that  were  revised  to  eliminate  :ex  bias,  (3)  facilities  that  were  adapted 
to  both  sexes,  (4)  course  recruitment  activities,  (5)  unbiased  teaching,  and  (6) 
vocational  student  organizations  that  were  an  important  part  of  the  curriculum. 

F/4C£7/F/lC/r (Female  Access  to  Careers  in Engineering/Industriallech- 
nology),  at  Trident  Technical  College,  South  Carolina,  addressed  the  need  for 
both  recruitment  activities  and  support  services  in  order  to  encourage  more 
women  to  earn  an  associate  degree  in  engineering  or  industrial  technology  (AIR, 
1979).  Designed  originally  for  high  school  giris,  the  program  was  expanded  to 
include  an  aggressive  recruitment  campaign  to  attract  both  girls  and  women  to 
special  courses  introducing  the  technical  fields.  The  major  recruitment  strategy 
used  throughout  the  community  involved  showing  films  depicting  women  of  all 
ages  as  technology  students,  engineers,  technicians,  and  other  nontraditional 
workers.  Brochure  illustrations  also  featured  women  in  these  roles.  Graduates  of 
the  courses  were  encouraged  to  apply  to  the  regular  introductory  technology 
programs  at  the  college.  Support  services  for  those  who  did  enroll  included 
counseling,  tutoring  in  English  and  math,  extra  help  from  faculty,  and  monthly 
"nurture  groups"  for  discussion^  with  women  from  the  faculty  and  from 
industry. 

During  the  summers  of  1978,  1979,  and  1980,  approximately  180  high 
school  giris  participated  in  the  free  Introduction  to  Engineering  Technology 
course  at  Trident  Technical  College.  Those  who  needed  to  also  took  a  refresher 
course  in  mathematics  or  algebra.  Of  this  group,  approximately  70%  indicated 
they  would  probably  continue  their  education  in  cngincciing  or  engineering 
technology.  Female  enrollment  in  the  industrial  programs  rose  from  2%  in  1977 
to  6%  in  1980.  In  the  1-ycar  engineering  technology  programs,  the  enrollment 
increased  from  7%  in  1977  to  20%  in  1980.  Graduates  of  these  technology 
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programs  generally  can  expect  to  earn  far  more  than  the  graduates  of  typically 
female-oriented  programs  in  business  and  allied  health. 

Programs  described  in  this  section  provide  evidence  of  success  in  address- 
ing issues  1-4  in  high  schools  and  community  colleges.  Most  programs  ad- 
dressed issue  1  by  providing  opportunities  to  reduce  stereotypes  through  experi- 
ence with  sex-fair  counseling  and  nontraditional  training.  Project  WINC 
provided  evidence  of  gains  for  females  who  increased  their  work-related  skills, 
learned  decision-making  strategies  to  help  them  plan  for  combining  home  and 
work  roles,  and  obtamed  work  experience  in  nontraditional  work  settings.  EBCE 
programs  in  five  states  were  found  to  have  increased  work-related  and  decision- 
making skills  for  females.  Increases  in  enrollments  in  nontraditional  courses 
were  found  in  high  schools  and  community  colle^  s  where  there  was  a  concerted 
effort  to  recruit,  provide  suppcn  services,  and  adapt  facilities.  We  turn  now  to  a 
discussion  oi  evidence  of  changes  in  educators  and  related  personnel  in  their 
attitudes  and  practices  (issue  5). 

Educator  and  Community  Programs  and  Products  (issue  5).  BORN  FREE 
is  a  program  for  teachers,  counselors,  and  administrators  designed  to  help  them 
examine  the  influence  of  sex  role  stereotyping  on  their  own  career  and  the  ways  it 
inhibits  career  opportunities  for  both  sexes.  Among  the  major  BORN  FREE 
products  are  three  field-tested  training  packets  for  educators  at  the  elementary, 
secondary,  and  postsecondaiy/higher  education  levels.  Designed  for  use  by 
those  who  accept  the  seriousness  of  the  sex  role  stereotyping  problem,  the 
packets  consist  of  a  variety  of  cognitive  and  experiential  learning  activities, 
including  simulation,  role  plays,  readings  and  discussions,  videotapes  and  films, 
self-evaluations,  and  introspective  exercises.  Some  packets  are  built  around  nine 
30-minutc  videotapes;  others  focus  on  institutional  change.  These  packets  in- 
clude a  summary  review  of  the  literature,  a  fact  pack,  selected  resources,  guide- 
lines for  workshop  leaders,  and  extensive  references,  all  of  which  make  them 
self-contained  and  convenient  to  use  in  workshops  lasting  from  a  half-day  to  2 
weeks.  The  strategies  and  packets  have  been  validated  through  field  testing,  and 
many  of  the  learning  experiences  have  gone  through  two  or  three  revisions 
(Warsett,  1978). 

Other  products  forev*  'cators,  such  as  Equals,  and  Multiplying  Options  and 
Subtracting  Bias  (both  described  in  chapter  13),  help  teachers  and  counselors, 
K-12,  develop  awareness  of  mathematics  avoidance  among  females  and  realize 
the  importance  of  mathematics  in  broadening  career  options. 

Employer-based  Career  Education  programs  (Ronald  Bucknam,  personal 
communication,  May  1982)  have  focused  sex  equity  efforts  on  inservice  training 
for  vocational  education  teachers.  Their  goal  is  to  increase  teacher  awareness  of 
sex  equity  issues  in  career  development  in  order  to  make  teachers'  attitudes  more 
sex-fair  and  to  increase  teachers'  sex  equity  behaviors. 

State  coordinators  for  sex  equity  in  vocational  education  have  been  ap- 
pointed throughout  the  United  States  since  the  Vocational  Education  Act  was 
revised  in  1976.  Most  have  spent  the  $50,000  set-aside  monies  for  this  position 
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and  for  the  conduct  of  10  related  responsibilities.  The  primary  activity  of  the 
state  coordinators  for  vocational  education  has  been  to  conduct  workshops  and 
inservice  training  for  administrators,  counselors,  and  teachers  (U.S.  Department 
of  Education,  1981).  Several  states  have  trained  regional  sex  equity  trainers  who 
are  then  available  to  local  school  district  staff  for  technical  assistance  in  their  sex 
equity  efforts.  They  have  used  some  of  the  products  and  programs  developed 
primarily  for  teachers,  counselors,  and  administrators  to  help  prepare  them  for 
conducting  sex-equitable  career  and  vocational  education  training  sessions. 

Project  MOVE  (Maximize  Options  in  Vocational  Education),  a  statewide 
graduate  course  in  New  York  focusing  on  secondary-level  staff  attitudes,  knowl- 
edge, and  behaviors  related  to  sex  equity,  includes  a  preassessment  of  those 
factors  (Farris,  1983).  The  course  provides  educators  with  up-to-date  informa- 
tion about  changes  in  the  work  force  and  the  family  and  trains  them  to  help 
adolescents  develop  realistic  expectations  of  these  two  future  roles.  During  train- 
ing, the  educators  develop,  carry  out,  and  evaluate  a  variety  of  activities  and 
projects  designed  to  eliminate  sex  discrimination  and  stereotyping  within  their 
professional  settings.  Clas:  ^  jm  teaching  behaviors,  as  reported  by  students  of 
the  participant  teachers,  became  significantly  more  sex-fair.  On  follow-up  sur- 
veys, participants  reported  not  only  observable  increases  in  their  schools'  atten- 
tion to  sex  eouity  policies  and  practices  but  also  incieases  in  nontraditional 
enrollment  in  ti\eir  particular  subject  area.  Students  in  coed  classes  rated  their 
teachers  as  more  sex-fair  than  teachers  of  all-male  or  all-female  classes.  Chang- 
ing sex-segregated  classes  to  coed  classes  increased  sex-fair  teacher  beiiavi  jr. 

Other  recommended  curricular  materials  for  educators,  counselors,  and 
administrators  developed  with  funding  support  from  the  Women's  Educational 
Equity  Act  are  It's  Her  Future,  for  parents;  New  Pioneers:  A  Program  to  Expand 
Sex-Role  Expectation  in  Elementary  and  Secondary  Education,  for  teachers  and 
counselors;  Freedom  for  Individual  Development:  Vocational  Education,  for 
teachers;  and  Freedom  for  individual  Development:  Counseling  and  Guidance, 
or  counselors. 

Revision  of  counseling  procedures  and  practices  has  been  initiated  in  many 
schools.  This  involves  the  use  of  new  sex- fair  materials  and  tests  (see  chapter 
10),  new  counseling  strategies  such  as  peer  counseling,  and  actively  promoting 
consideration  of  nontraditional  careers.  Vocational  educators  are  working  more 
closely  with  counseling  staff  and  taking  more  responsibility  for  encouraging  or 
recruiting  nontraditional  students.  The  need  to  develop  support  services  (for 
example,  day  care,  prevocational  classes,  job  development,  special  counseling, 
and  remedial  instruction)  to  assist  nontraditional  students  and  to  meet  the  special 
needs  of  certain  students  is  also  being  met  in  some  schools. 

The  Vocational  Education  Equity  Study  by  the  American  Institutes  for 
Research  looked  at  promising  programs  and  strategies  for  achieving  sex  equity  in 
vocational  education  (AIR,  1979).  The  study  noted  that  an  essential  feature  of  all 
such  programs  was  a  realization  that  simply  stating  that  all  occupational  training 
areas  were  open  to  both  sexes  was  nOt  enough.  Actual  involvement  in  these 
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programs  and  direct  support  of  nontraditional  enrollees  was  needed  in  order  to 
achieve  equity. 

In  summary,  the  programs  described  in  this  section  provide  important 
training  for  educational  personnel  in  sex  equity  related  to  career  development  and 
changing  family  roles,  and  provide  information  on  the  response  to  issue  5.  Most 
programs  or  activities  focused  on  increasing  awareness  of  educators,  counselors, 
and  administrators  with  respect  to  sex  equity  in  career  development  and  voca- 
tional education.  Some  programs,  for  example.  Project  MOVE,  also  included 
awareness  training  related  to  changing  family  roles.  MOVE  reported  changes  in 
teacher  behavior  in  the  classroom  as  a  result  of  training  and  experience  with  coed 
classes,  formerly  sex-segregated.  Counselors*  use  of  sex-fair  career  development 
tests  and  materials  in  the  schools  is  becoming  more  the  norm  as  a  resul*  of 
combined  sex  equity  efforts. 

POLICY  RECOMMENDATIONS 

1.  There  should  be  increased  efforts  to  make  the  public  aware  of  the  provision^ 
of  the  Title  IX  regulations  which  are  directly  relevant  to  career  and  voca- 
tional educatior  and  to  enforce  these  regulations.  For  example,  many  were 
not  aware  of  the  extensive  sex  segregation  of  the  New  York  City  vocational 
high  schools  before  the  FARE  Coalition  study  (Wells,  1983)  or  that  it  was 
illegal  for  a  school  district  in  Pennsylvania  to  require  girls  to  take  9  weeks  of 
shop  and  27  weeks  of  home  economics  while  the  boys  were  required  to  take 
9  weeks  of  home  economics  and  27  weeks  of  shop  (Wells). 

2.  The  recommendations  of  the  National  Coalition  for  Women  and  Girls  in 
Education  on  strengthening  the  federal  and  state  roles  in  overcoming  sex 
discrimination  and  sex  stereotyping  in  all  vocational  education  programs 
(Wells)  should  be  incorporated  in  the  planned  revision  of  the  Vocational 
Education  Act.  In  summary  they  include: 

— Retaining  the  objectives  to  overcome  sex  discrimination  and  sex  ster- 
eotyping, the  provision  of  at  least  $50,000  per  year  of  federal  support  to 
employ  someone  to  work  full  time  promoting  sex  equity  in  vocational  edu- 
cation, data  collection  by  race  and  sex,  and  requirements  for  appropriate 
representation  of  women  and  minorities  on  st^te  advisory  councils. 
— Requiring  states  to  use  federal  vocational  education  funds  for  fewer  pur- 
poses than  in  the  past  but  particularly  to  enhance  opportunities  for  women  in 
vocational  education,  including  the  preparation  for  nontraditioiial  careers, 
desirable  support  services,  and  needed  R&D. 

3*  We  recommend  that  states  and  accrediting  institutions  establish  policies  that 
mandate  sex  equity  training  and  competence  for  aH  educators  involved  in 
counseling  and  in  career  and  vocational  education.  Teachers  and  counselors 
should  be  expected  to  change  their  behaviors  as  well  as  their  perceptions, 
attitudes,  and  interests  as  they  relate  to  sex  stereotyping. 

4.  We  recommend  that  federal  funding  be  provided  for  R&D  to  promote  sex 
equity  in  career  and  vocational  education  activities  and  that  implementcion 
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funds  be  provided  school  districts  to  be  used  to  evaluate  the  effectiveness  of 
their  sex  equity  activities  in  these  areas. 

Recommendations  for  Schools 

1.  At  the  elementary  school  level,  emphasis  on  reducing  occupational  and 
homemaking  stereotypes  should  be  continu*.d  (issue  I).  The  evidence  pre- 
sented indicates  that  sex-equitable  programs  can  change  students'  beliefs 
and  attitudes,  but  little  evidence  has  been  provided  that  indicates  changes  in 
Iheir  personal  interests  in  nontraditional  behaviors  and  skills.  ^*'e  recom- 
mend support  for  coed  programs  which  provide  students  with  expt,.!ence  in 
nontraditional  behaviors  and  skills.  These  experiences  may  provide  the  basis 
for  personal  interest  in  these  behaviors  and  for  more  gender-free  career 
choices  at  a  later  age. 

2.  At  the  middle  school  level,  we  recommend  thai  educators  take  advantage  of 
the  fluid  quality  of  this  developmental  stage  and  require  both  boys  and  girls 
to  take  coeducational  and  sex-equitable  home  economics  r  d  industrial  arts 
classes.  During  this  period,  exploration  of  a  wide  range  of  work-  and  home- 
related  experiences  is  desirable.  Such  experiences  provide  the  basis  for  a 
sense  of  competence  and  self-esteem  (issue  2)  necessary  for  making  wise 
choices  in  high  school  and  beyond. 

3.  At  the  high  school  level  we  recommend  that  all  students  take  a  required 
course  in  carter  and  life  planning  (issue  3).  This  course  would  not  only  teach 
decision-making  skills  but  would  also  provide  the  basis  for  planning  ahead 
to  combine  home  and  work  roles. 

4.  For  vocational  education  students  in  high  school,  we  recommend  provision 
of  the  support  services  necessary  for  increased  enrohitients  in  nontraditional 
classes  (issue  4).  Such  support  services  include  orientation  of  students  to 
nontraditional  training  options,  as  well  as  supportive  behaviors  by  teachers 
and  students  of  the  opposite  sex  toward  students  who  represent  a  minority 
within  these  classes.  Special  attention  to  increasing  enrollment  of  females  in 
industrial  and  technical  training  courses  should  be  given,  since  gains  for 
females  have  been  weakest  here.  Special  attention  should  also  be  given  to 
increasing  enrollment  of  males  in  occupational  home  economics  for  the 
same  reason. 

5.  With  a  curriculum  that  encourages  boys  and  giris  to  learn  more  about  non- 
traditional  occupations  and  behaviors,  teachers  and  counselors  should  be 
careful  not  to  discourage  students  from  choosing  the  more  traditional  oc- 
cupations and  behaviors.  To  truly  expand  life  options  is  to  increase  students' 
freedom  to  choose  based  on  interest  rather  than  on  gender  or  social  class. 

6.  An  additional  concern  for  educators  should  be  whether  the  career  education 
materials  are  representative  of  a  broad  range  of  social  classes  and  minorities. 
Materials  arc  frequently  focused  on  white  middle-class  students,  to  the 
exclusion  of  poor  and  minority  students.  Increasing  life  options  for  all 
students  may  require  a  different  curriculum  for  the  person  growing  up  in 
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poverty  or  coming  from  an  environment  with  different  values  and  customs. 
7.  In  line  with  our  focus  on  sex  equity  as  it  relates  to  human  development,  we 
urge  educators  to  choose  activities  for  their  students  that  are  most  appropri- 
ate to  their  stage  of  development  and  that  incorporate  both  life/home  and 
career  planning.  Curricula  for  older  students  should  logically  build  on  earlier 
content.  Some  programs  reviewed  included  a  focus  on  decision-making 
during  the  middle  school  years.  Super  (1980)  found  that  most  students  were 
not  ready  to  make  career  choices  before  their  senior  year  in  high  school,  and 
many  college-bound  students  were  not  ready  then.  Decision-making  skills 
can  be  taught  from  elementary  school  on,  but  curricula  should  avoid  pres- 
sure to  choose  a  particular  occupation. 

Research  Recommem'xitions 

1.  Research  should  be  designed  to  compare  different  approaches  to  achieving 
sex  equity  goals.  We  need  to  know,  for  example,  whether  programs  offered 
for  one  semester  are  as  effective  in  reducing  stereotypes  as  those  offered  for 
a  full  year  or  longer.  Are  programs  that  combine  discussion  with  experien- 
tial learning  more  or  less  effective  in  reducing  stereotypes  than  either  ap- 
proach used  alone  (issue  1)?  When  and  how  can  student  interests  and  behav- 
iors related  to  careers  be  most  influenced?  What  kinds  of  role  models  are 
most  effective  for  increasing  interest  in  nontraditional  work  and  family 
behaviors?  Is  single-sex  instruction  in  career  and  vocational  education  ever 
desirable? 

2.  We  need  research  that  focuses  on  the  generalizability  of  findings;  for  exam- 
ple, whether  or  not  students  who  take  nontraditional  courses  in  high  school 
choose  nontraditional  careers  later  on  (issue  4).  It  would  also  be  interesting, 
in  this  regard,  to  separate  high  school  students  participating  in  nontraditional 
courses  into  two  groups:  those  with  special  aptitude  for  these  courses  com- 
pared to  those  with  average  or  less  aptitude.  These  groups  could  then  be 
followed  up  to  see  if  a  greater  proportion  of  those  with  high  aptitude  choose 
nontraditional  careers,  compared  to  those  with  average  or  less  aptitude. 
Such  a  comparison  would  permit  a  more  precise  evaluation  of  the  effect  of 
experience  in  nontraditional  training  on  equity. 

3.  It  may  be  argued,  as  Johnston  and  Eticma  (1982)  do,  that  changes  in  in- 
terests may  be  desirable  mainly  for  persons  who  have  aptitudes  for  certain 
activities  but  have  formeriy  avoided  them  because  they  viewed  these  behav- 
iors as  inappropriate  for  their  sex — for  example,  mechanical  activities  fov 
giris,  nurturant  activities  for  boy,<i.  Researchers  are  encouraged  to  follow 
Johnston  and  Ettema's  suggestion  and  evaluate  change  in  interests  for  /per- 
sons with  relevant  aptitudes. 

4.  As  changes  are  introduced  into  the  ^chool  system,  research  must  monitor  the 
desired  sex  equity  outcomes  such  as  those  outlined  in  our  five  issues.  We 
need  longitudinal  studies  to  assess  the  progress  of  students  who  have  been 
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exposed  to  various  degrees  of  sex-equitable  education,  after  they  leave  the 
school  system  and  enter  the  labor  market. 
5.  Gottfredson's  theory  of  career  development  outlined  at  the  beginning  of  this 
chapter  formed  the  basis  for  our  view  of  goal  setting  in  career  and  vocational 
education.  This  theory  itself  needs  reexamination  of  its  adequacy  in  describ- 
ing the  career  development  of  succeeding  generations.  In  our  world  of 
rapidly  changing  environments,  personal  values,  and  needs,  we  require  a 
dynamic  view  of  theory,  one  that  evolves  with  changing  environments  and 
needs.  What  is  true  in  one  decade  may  not  describe  the  situation  in  the  next. 

In  this  concluding  section  on  research,  recommendations  have  emphasized 
the  need  for  studies  that  assess  the  effects  of  equity  changes  on  the  adult  roles  and 
life  satisfactions  of  the  participants.  This  is  a  particularly  relevant  emphasis  for  a 
chapter  on  career  and  vocational  education,  a  field  that  prepares  children  and 
young  persons  for  their  adult  roles  in  the  workplace. 
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PART  V 


Sex  Equity  Strategies 
for  Specific  Populations 


Saundra  Rice  Murray 


Previous  sections  examined  sex  equity  in  education  primarily  from  ihe  perspec- 
tive of  gender-based  variation.  The  chapters  in  this  part  have  a  different  focus: 
important  characteristics  that  distinguish  populations  of  women  and  giris.  There 
is  a  host  of  such  characteristics — from  age  to  disability  to  religion  to  economic 
status.  We  will,  however,  examine  issues  and  answers  for  special  populations 
whose  sex  equity  needs  have  been  highlighted  in  recent  years:  minority  women, 
rural  women,  gifted  women,  and  adult  women. 

For  these  populations,  descriptions  of  issues  and  answers  should  include 
data  on  each  of  the  elements  in  the  conceptual  framework  for  this  book.  Our 
knowledge  of  women  and  giris  in  special  populations  is  so  limited,  however,  that 
a  comprehensive  approach  is  unrealistic.  For  example,  hundreds  of  studies  on  the 
education  of  the  minority  child  have  been  conducted  (see  Weinberg,  1977).  but 
the  bulk  have  involved  only  black-white  comparisons.  Sex  differences  have  often 
been  ignored  and,  when  found,  may  be  inconsistent  across  studies.  Studies  of 
women  and  giris  in  Hispanic,  Asian-American,  Pacific  American,  and  Native 
American  populations  are  extremely  few  in  number. 

Moreover,  scholars  and  educational  practitioners  have  criticized  much  of 
the  research  for  its  (1)  inattention  to  the  historical,  cultural,  and  current  environ- 
mental contexts  of  special  populations;  (2)  inappropriate  comparisons  to  values 
and  norms  of  middle-class  whites  (and,  in  the  case  of  white  giris  and  women, 
inappropriate  comparisons  to  white  men  and  boys);  (3)  failure  to  consider  varia- 
tion within  special  populations;  (4)  inappropriate  application  of  instruments;  and 
(5)  premature  reliance  on  quantitative  approaches  to  research.  The  reader  may 
wish  to  examine  critiques  of  research  on  adult  women  (for  example,  Bamett  & 
Baruch,  1981;  Safilios-Rothschild,  1979);  on  minority  women  (Lightfoot,  1977; 
Lott,  1 980);  and  overviews  of  issues  concerning  disability,  sex,  and  race  (Odintz 
&  Ellis,  1982);  Council  of  Chief  State  School  Officers,  1983), 

Much  remains  to  be  accomplished  in  developing  an  adequate  base  of 
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information  on  special  populations.  As  the  chapters  in  this  section  will  show, 
however,  progress  has  been  made  in  identifying  and  documenting  problems  and 
possible  solutions. 

In  the  chapter  on  minority  women,  Lewis  and  her  coauthors  view  sex 
inequity  in  education  as  an  extension  of  the  inequity  that  minorities  experience  in 
all  American  institutions.  This  pervasive  inequity  is  reflected  in  negative  ster- 
eotyping, wherein  the  stereotypes  associated  with  gender  are  compounded  by 
stereotypes  of  race  or  ethnicity,  a  view  of  minority  women  as  a  monolithic 
population  with  equally  monolithic  concerns  and  needs,  and  the  relatively  low 
educational  attainment  and  earnings  of  subgroups  of  minority  women.  Conse- 
quently, the  authors  advocate  a  multidimensional  approach  to  the  achievement  of 
parity.  The  approach  incl»;(les  a  recognition  of  the  different  characteristics  of  the 
groups  that  are  labeled  **nano'^ty"  women  (that  is,  Asian-  and  Pacific  American, 
Hispanic,  Afro-American,  ar.u  Indian)  as  well  as  an  emphasis  on  priorities  com- 
mon to  each  group,  such  as  (1)  delineation  of  issues  regarding  sex  equity  in 
education,  using  historical  and  tlieoretical  contexts  appropriate  to  the  group  in 
question;  and  (2)  the  development  of  a  data  base  of  research  on  minority  women. 

Gordon  and  Addison's  chapter  on  gifted  women  traces  the  history  of  the 
definition  of  gifted  females  from  Terman's  study  of  intellectual  genius,  con- 
ducted in  1919,  to  recent  studies  that  have  both  defined  giftedness  in  many 
domains  and  suggested  that  mechanisms  other  than  standardized  tests  could  be 
appropriately  used  to  identify  gifted  students.  Most  considerations  of  the  gifted, 
however,  focus  on  academic  and  intellectual  activities  and  the  processes  through 
which  gifted  students  are  identified  and  developed.  As  the  authors  point  out,  the 
identification  process  may  result  in  inequitable  treatment  and  outcomes  for  gifted 
boys  and  giris,  but  there  is  little  research  on  sex  differences  relative  to  teacher 
nomination,  use.of  multiple  assessments,  and  oth  orocedur^os.  Data  pertaining 
to  educational  programs,  career  education,  and  guiJance  for  the  gifted  girl  are 
more  extensive  and  suggest  specific  strategies  that  should  be  considered  by 
teachers,  counselors,  and  other  educators. 

Rosenfeld's  chapter  discusses  rural  women  and  giris,  a  population  whose 
educational  needs  received  little  attention  in  the  literature  until  the  mid-1970s. 
Rosenfeld  notes  that  a  unique  set  of  conditions  must  be  considered  in  discussions 
about  ways  to  promote  equity  for  this  population.  Among  them  are  conservatism 
concerning  family  roles,  religion,  and  work;  low  population  density;  and  geo- 
graphic and  social  isolation.  While  such  conditions  contribute  to  inequities  in 
education  (isolation,  for  example,  reduces  women's  access  to  economic  and 
educational  opportunities),  special  circumstances  can  provide  advantages.  Thus, 
the  relatively  small  enrollments  of  rural  schools  may  have  contributed  to  the 
greater  participation  of  rural  giris,  when  compared  to  urban  giris,  in  athletics. 

Ekstrom  and  Marvel  discuss  four  subgroups  of  aduh  women:  reentry  wom- 
en, displaced  homemakers,  employed  women,  and  older/retired  women.  Each  of 
these  subgroups  faces  barriers  in  iis  efforts  to  upgrade  skills  and  status  through 
education.  Among  them  are  institutional  b  niers  such  as  admissions  practices 
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and  instructor-student  interactions  that  reflect  age  and  sex  stereotypes;  situational 
barriers,  including  geographic  location  and  race;  and  personal  barriers,  such  as 
poor  self-esteem  and  conflict  over  sex  roles.  Educational  programs  for  adult 
women,  however,  have  been  geared  primarily  to  reentry  women  and  displaced 
homemakers.  Such  programs  are  extremely  diverse;  they  range  from  Continuing 
Education  for  Women  (CEW)  programs,  which  have  explored  ways  to  make 
existing  educational  services  accessible  and  inviting  to  general  populations  of 
adult  women,  to  special  programs  emphasizing  service  for  women  facing  crises 
in  their  lives,  or  expetiences  (such  as  internships)  that  prepare  women  for  specff- 
ic  jobs  or  careers.  The  authors  provide  rich  descriptions  of  the  full  array  of 
programs  and  note  that  program  evaluations  and  an  increased  focus  on  career 
preparation  are  critical  needs  for  the  future. 

Despite  the  considerable  variation  in  emphasis  and  contei::  among  the 
chapters  in  this  section,  common  themes  occur.  For  example,  access  to  educa- 
tional opportunities,  bng-term  consequences  of  inequity,  and  extent  of  sex  ster- 
eotyping are  salient  issues  for  each  of  the  special  populations  considered  here. 

Employment  is  also  a  central  concern.  As  the  authors  of  the  chapters  on 
rural,  minority,  and  adult  women  point  out,  women  in  these  populations  are 
often  concentrated  in  occupations  that  are  of  low  remuneration  and  lo'"  orestige. 
Also,  when  compared  to  other  groups  of  women  and  to  men,  womt  i.i  special 
populations  are  often  found  at  the  bottom  of  the  income  ladder.  The  remedies  for 
sex  inequity  reflect  concerns  about  this  dismal  picture,  and  many  programs 
attempt  to  upgrade  skills,  expand  participants'  knowledge  about  labor  market 
conditions  and  options,  and  channel  women  into  nontraditional  occupations.  For 
gifted  giris,  the  emphasis  is  future-oriented  and  pertains  to  ways  of  assuring 
access  to  programs  that  are  math-  and  science-based. 

These  and  other  topics  presented  in  the  next  four  chapters  suggest  the 
complexity  of  the  problem  for  special  populations  associated  with  achieving  sex 
equity  in  and  through  education.  Adequate  discussion  of  concerns  and  practices 
for  the  groups  we  consider  here — and  other  groups  that  deserve  recognition — 
would  require  many  volumes  and  encompass  such  issues  as  the  low  priority 
given  to  women  in  special  populations  when  resources  for  research  and  programs 
are  s''  ^"ct;  the  application  of  sex-equitable  strategies  to  the  needs  of  males  in 
special  populations;  and  the  problems  and  conflicts  teachers  face  as  they  attempt 
to  respond  equitably  to  students  with  diverse  special  needs.  This  section  is 
intended  as  a  basis  for  further  exploration  of  key  issues  and  programs. 
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Educational  systems  retlect  the  values  and  practices  of  the  larger  society.  If  the 
larger  society  is  se;dst,  racist,  and  based  on  economic,  cultural,  and  historical 
inequities,  it  is  unrealistic  to  expect  educational  systems  to  be  devoid  of  these 
inequities.  Educational  systems,  after  all,  are  the  formal,  institutionalized,  sys- 
tematized vehicles  through  which  the  larger  society  socializes  youth  to  the  values 
held  by  the  dominant  or  ruli;:g  group. 

These  dominant  values  are  reinforced  by  the  electronic  and  print  media,  the 
ecoromic,  political,  and  religious  systems,  and  the  cultural  and  historical  milieu 
withm  which  society's  members  live.  As  a  consequence,  individuals  and  groups 
are  constantly  presented  with  messages  that  applaud,  nationalize,  legitimize, 
justify,  and  reward  racism,  sexism,  and  economic  bias  (Lewis,  1977;  Anderson, 
1982).  When  all  of  these  formal  and  informal  systems  are  taken  together,  one 
fmds  that  education  is  a  process  that  permeates  all  aspects  of  an  individual's  life. 
Therefore,  defining  the  very  narrow  dimension  of  the  formal  educational  system 
as  the  arena  u:thin  which  a  struggle  for  equity  is  concentrated  raises  strategic  as 
well  as  i  eoretical  questions. 

We  will  suggest  in  this  chapter  that  alternative  theoretical  constructs  must 
be  developed  for  measuring,  evaluating,  and  linking  the  causes,  relationships, 
and  consequences  of  inequity  in  the  various  dimensions  of  society.  A  multidi- 
mensional rather  than  a  unidimcnsional  approach  to  the  problem  of  equity  seems 
appropriate.  In  order  to  achieve  total  equity,  strategies  nee  ed  to  bring  about 
equity  in  one  dimension  (for  example,  sex  equity  in  education)  must  be  coordi- 
nated with  strategies  \  r  ending  inequity  in  other  dimensions  of  society.  Clearly, 
mirrors  of  society  such  as  educational  institutions  will  continue  to  reflect  the 
attitudes  and  values  held  by  the  larger  society.  An  integrated  and  coordinated 
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Struggle  against  those  interlinked  inequities  that  oppress  us  all  would  seem  to  be 
an  appropriate  response  t^  multidimensional  inequity. 

The  perspective  and  approach  of  this  chapter  come  from  a  consideration  of 
educational  and  sex  equity  priorities  of  minority  women.  Although  such  pri- 
orities often  differ  from  those  of  majority  women  and  soni^jmcs  differ  among 
the  various  groups  of  minority  women,  the  educational  p.«untics  of  most  minor- 
ity women  are  similar.  These  priorities  tend  to  be  broad-based;  they  link  the  goal 
of  sex  equity  with  the  goals  of  liberation,  survival,  and  equity  for  the  total  target 
group  and  sometimes  for  oppressed  people  on  a  global  scale.  Moreover,  minority 
women  tend  to  consider  various  forms  of  inf  quity  when  attempting  to  achieve 
equity  in  a  given  arena;  they  do  not  readJy  isolate  racial,  ethnic,  cultural, 
economic,  or  sex  inequity  (Stone,  1979;  Hull,  Scott,  &  Smith,  1982).  Sex 
inequity  is  viewed  by  minority  women  as  part  of  and  a  logical  consequence  of  the 
inequitable  nature  of  American  society  (Stone,  1979;  Lewis,  1980;  Lindsay, 
1979). 

It  is  important  to  provide  a  theoretical  and  hi'.i  jrical  context  for  viewing 
the  multidimensional  approach  to  achieving  sex  equity  in  education.  We  do  this 
in  this  chapter  by  first  examining  statistically  and  analytically  the  characteristics 
of  Asian-American,  Native  American,  African-American,  an(^  Hispanic-Ameri- 
can women  in  order  to  determine  their  similarities  and  differences.  We  then 
leview  the  literature  on  minority  women  to  determine  the  issues  that  are  impor- 
tant to  them.  From  an  analysis  of  how  they  confront  these  issues  we  extract  and 
discuss  their  priorities  among  different  kinds  of  equity.  Tht  discussion  of  pri- 
orities leads  to  an  exploration  of  minority  women's  approa:hes  to  achieving  sex 
equity  in  education.  Finally,  we  offer  suggestions  and  recommendations  geared 
toward  at  '*'eving  greater  awareness  and  understanding  of  the  multidimensional 
needs  and  priorities  of  minority  women. 

DIFFERENTIAL  CHARACTERISTICS 
OF  MINORITY  WOMEN 

A  widespread  and  erroneous  notion  is  that  minority  women  form  a  co- 
hesive, relatively  homogeneous  subgroup  in  the  Ameiican  population.  The  data 
presented  in  this  section  should  dispel  that  notion  and  provide  a  framework  for  a 
multidimensional  approach  to  sex  equity  for  minority  women. 

Cultural  Background 

Minority  women  come  from  a  variety  of  backgrounds.  They  represent  all 
continents,  come  in  all  colors,  shapes,  and  ^iizes,  and  speak  a  multitude  of 
languages.  Within  the  broad  subgroupings  discussed  in  this  chapter  there  are 
significant  differences,  which  may  range  as  widely  as  differences  in  origin, 
language,  geographical  location,  race,  ideolopy,  ethnicity,  and  cultural  beck- 
ground.  Scholars,  educators,  and  activists  have  frequently  pointed  out  that  it  is 
grossly  misleading  to  think  of  Asian-Amcr  ins  as  an  ethnically  homogeneous 
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group  (U.S.  Commission  on  Civil  Rights,  1979).  However,  due  to  their  numbers 
and  geographic  area  of  origin,  various  groups  continue  to  be  identified  together 
as  Asian-Americans.  While  such  an  identity  has  historical  and  social  roots  and  is 
often  a  political  necessity,  there  is  also  a  tendency  to  mask  the  tremendous 
variations  in  culture,  economic  status,  and  generational  differences  among  the 
many  ethnic  groups  from  Asia.  The  more  recent  immigrant  Asian  groups  such  as 
the  Filipinos,  the  Koreans,  the  Indians,  and  the  Vietnamese  are  often  short- 
changed by  virtue  of  being  lumped  together  with  the  Chinese  and  the  Japanese — 
groups  that  themselves  are  quite  different  from  each  other  and  that  have  developed 
through  the  years  adaptive  mechanisms  and  institutions  as  well  as  political 
experience. 

The  situation  is  further  complicated  by  the  fact  that  some  older  groups, 
notably  the  Chinese,  are  characterized  by  significant  waves  of  immigration  (pre- 
World  War  I,  post-1945,  and  post-1965),  each  having  distinctive  social  features 
including  differences  in  language,  economic  status,  and  political  persiasion. 
Therefore,  to  discuss  sex  equity  in  education  for  Asian-American  women  we 
must  first  recognize  the  diversity  that  exists  among  them. 

Hispanic-American  women  are  of  different  races,  religions,  and  countries 
of  origin.  They  come  from  South  America,  Puerto  Rico,  Cuba,  Central  America, 
the  Caribbean,  and  Mexico.  They  represent  different  classes,  educational  levels, 
and  ideologies.  Some  are  recent  immigrants,  and  others  have  histories  in  this 
country  that  are  older  than  the  founding  of  the  United  States.  The  Hispanic 
language  is  not  sufficient  to  bridge  the  gap  between  Mexican-Americans  from 
California,  Cuban-Americans  from  Florida,  and  Putrto  Ricans  from  New  York. 
The  Hispanic-American  label  masks  differences  that  have  conaequences  for  sex 
equity  in  education  for  women  in  this  subgroup  of  minority  women  (Joseph, 
1980;  Geoffrey,  1976). 

Variations  among  African-American  women  iwt  also  significant.  Some  are 
Hispa!  ic;  others,  like  Haitian  women,  are  French-speaking;  and  some  come  from 
other  Caribbean  islands  with  still  different  cultures.  Some  are  southern  daughters 
of  slaves,  and  some  are  from  urban  environments  in  the  north.  They  represent 
different  classes,  different  educational  and  political  perspectives,  and  different 
religions.  Some  *  frican-American  women  are  from  families  that  trace  their 
lineage  back  to  a  period  well  before  the  Mayflower,  and  some  are  recent  immi- 
grants from  the  African  continent.  These  differences  between  and  among  Af- 
rican-American women  determine  ir  many  ways  the  priorities  of  various  sub- 
groups and  significantly  affect  the  effectiveness  of  sex  equity  in  education 
programs  (Rodgers-Rose,  1980). 

It  might  be  incorrect  to  label  N?.tive  Americans  as  a  single  ethnic  group. 
The  Sioux,  Apache,  Iroquois,  and  so  forth  represent  historical  nations  of  people 
with  distinct  ethnic,  political,  linguistic,  and  social  differences.  Over  400  sepa- 
rate natioi^s  lived  in  this  country  hundreds  of  years  before  it  was  known  as  the 
United  States,  and  before  the  media,  folklore,  music,  and  literature  depicted 
them  as  an  undifferentiated  ethnic  group.  Diet,  language,  territory,  political 
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institutions,  physical  appearance,  family  systems,  values,  and  belief  systems  of 
the  various  **?ndian"  nations  are  overlooked  when  these  populations  are  treated 
as  a  homogeneous  subgroup  (Farb,  1968;  Butterfield,  1980;  Green,  1980).  The 
differences  that  exist  among  Native  American  women  must  be  considered  when 
designing  sex  equity  programs  for  them. 

Size  and  Geographical  Distribution 

As  shown  in  table  10,  minorities  are  distributed  tiiroughout  the  United 
States,  but  different  groups  are  concentrated  in  different  regions.  Blacks,  the 
largest  minority  group,  are  concentrated  in  the  South.  Fifty-three  percczit  of  the 
26.4  million  blacks  lived  in  the  South  in  1980.  Outside  the  South,  blncks  are 
found  in  urban  areas  of  other  regions.  The  second  largest  minority  group,  His- 
panics,  comprises  14.6  million  persons  from  various  racial  groupings.  Almost 
60%  of  them  are  Mexicans  who  live  in  the  five  southwestern  states  of  Arizona, 
California,  Colorado,  New  Mexico,  and  Texas.  The  next  largest  group,  Puerto 
Ricans,  is  concentrated  in  the  New  York-New  Jersey  area,  and  most  of  the 
800,000  Cubans  are  in  Florida. 

With  the  exception  of  Asian  Indians  who  are  spread  fairly  evenly  across  the 
four  major  regions  of  the  country,  the  Asian  groups  (Chinese,  Filipinos,  Ja- 
panese, Koreans,  Vietnamese,  and  others),  as  well  as  Native  Americans,  are 
concentrated  in  the  West.  With  the  exception  of  the  Vietnamese,  these  minorities 
are  underrepresented  in  the  South. 

Educational  Attainment 

I  .evels  of  schooling  vary  among  and  within  minority  groups.  Native  Amer- 
icans have  the  lowest  proportion  of  their  female  population  completing  high 
school  and,  with  the  Puerto  Ricans,  have  the  lowest  proportion  completing 
coi'rge  (8  and  respectively).  At  the  other  extreme,  99%  of  Japanese-Ameri- 
can women  finish  high  school,  and  51%  of  Filipino  women  complete  college. 
Table  1 1  contains  a  more  complete  presentation  of  high  school  and  college 
completion  rates  among  minority  women. 

Although  Asian  and  Pacific  Asian  women  have  h.^h  average  levels  of 
schooling,  there  are  subpopulations  with  very  different  educational  experiences. 
pan-Asian  wives  of  U.S.  servicemen  and  Indochinese  refugees  h-xve  a  median 
educational  level  of  only  8  >ea';s,  compared  to  12.7  for  the  total  pan- Asian 
lemale  population  (Cooney,  1979).  The  variation  in  education  among  the  His- 
panic groups  is  well  known.  In  1974,  over  50%  of  Cuban  women  over  25  had 
high  school  diplon-  *s,  compared  with  only  25%  of  Mexican,  and  20%  of  Puerto 
Rican,  women. 

The  variations  in  educational  attainment  discussed  in  this  section  are  re- 
flected in  the  employment  charrcteristics  and  incomes  of  women  from  different 
minority  groups. 


375 


ACHIEVING  SEX  EQUITY  FOR  MINORITY  WOMEN  369 


Table  10.   Distribution  of  Racial/Ethnic  Populations  by  Regions,  United  States,  19. 


Racial/ethnic  group 

Population 

U.S. 

North- 
east 

North 
Central 

South 

West 

Total  population 

226,506 

100.0 

21.7 

26.0 

33.2 

19.0 

Total  no n white 

38,165 

100.0 

17.8 

17.5 

43.0 

21.7 

Black 

26,488 

100.0 

18.3 

20.1 

53.0 

8.5 

American  Indian^ 

1,418 

100.0 

5.5 

17.5 

26.2 

50.7 

Chinese 

806 

100.0 

27.0 

9.0 

11.2 

52.7 

Filipinos 

775 

100.0 

9.7 

10.3 

10.7 

69.3 

Japanese 

701 

100.0 

6.7 

6.3 

6.4 

80.6 

Asuu  Indian 

362 

100.0 

33.4 

23.5 

23.1 

20.0 

Korean 

355 

100.0 

19.2 

17.5 

19.8 

43.4 

Vietnamese 

262 

100.0 

9.5 

14.0 

30.6 

45.8 

Ail  other  nonwhitc  races 

6,998 

100.0 

19.0 

10.0 

22.0 

49.0 

Whites 

188,341 

100.0 

22.5 

27.7 

31.3 

18.5 

Spanish  Origin^-<^ 

14,606 

100.0 

17.8 

8.7 

30.6 

42.8 

Mexican 

7.932 

100.0 

N.A. 

N.A. 

N.A. 

N.A. 

Cuban 

831 

100.0 

N.A. 

N.A. 

N.A. 

N.A. 

Puerto  Rican 

1,823 

100.0 

N.A. 

N.A. 

N.A. 

N.A. 

Central  or  South 

1,022 

100.0 

N.A. 

N.A. 

N.A. 

N.A. 

American 

Other  Spanish 

1,635 

100.0 

N.A. 

N.A. 

N.A. 

N.A. 

'Includes  Aleuts  and  Eskimos. 

^Thc  regional  distribution  of  persons  of  Spanish  ori^:.^  is  not  available,  however,  the  Women's 
Bureau,  Women  of  Spanish  Origin  (1976)  reports  that  nearly  6  of  10  Spamsh-ongm  women  lived  in 
five  SouthWf  stem  stales  in  M?.rch  1974:  Arizona,  California,  Colorado.  New  Nlexico,  and  Texas. 
Nine  of  10  of  them  were  of  Mexican  origin.  Persons  of  Puerto  Rican  origin  were  concentrated  .n  the 
New  York'New  Jersey  area,  and  those  of  Cuban  ongin  were  in  Florida.  Soiree  of  data,  Statisiical 
Abstract  of  the  United  States,  1981,  p.  32. 

^The  data  for  persons  of  Spanish  origm  are  from  a  different  data  set  and  are  t  ot  totally  consistent  with 
the  other  data  in  the  table. 


Employment  Characteristics 

Labor  market  experiences,  like  education,  vary  greatly  among  women 
from  different  minority  groups.  Asi?n  women — Filipinos,  Chinese,  and  Ja- 
panese— have  the  highest  labor  force  participation  rates  (Cooney,  1979)  and  the 
lowest  unemployment  rates.  The  unemployment  rate  for  each  of  these  groups 
was  lower  than  that  of  white  women  in  1976.  The  lowest  labor  force  partici  jation 
rates  in  1970  were  among  Puerto  Ricans  and  Native  Americans.  Different  from 
the  rate  of  any  other  major  ethnic  group,  the  rate  for  Puerto  Rican  women 
actually  declined  between  1950  and  1970. 

Labor  force  participation  rates  are  positively  related  to  earnings  and  thus  to 
education  (Jones,  1976);  therefore,  it  is  not  surprising  that  the  minority  groups 
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Table  IL  Education  Patterns  for  Racial/Ethnic  Populations  by  Sex,  1976 


Racial/ethnic  group 


Higii  school      High  school  College 
nonattendance=»    completion*^  completion^ 


Females 
Native  Amer. /Alaskan  Native 
Blacks 

Mexican-Americans 
Japanese- Americans 
Chine<:e-Americans 
Filipino- Americans 
Puerto  Ricans 
Majority 


NA 
10 
16 
6 


% 
15 
6 
14 


% 
58 
74 
58 
99 
90 
78 
60 
86 


% 
4 

11 
5 

35 
44 
5M 
4 
22 


Males 

Nativr  .mer. /Alaskan  Native 

BldCKS 

Mexican-Americans 
Japanese-Americans 
Chinese-Americans 
Filipino- Americans 
Puerto  Ricans 
Majority 


14 
7 

11 
2 

NA 
6 
5 
5 


70 
74 
64 
98 
88 
81 
68 
87 


8 
11 
11 

53 
60 
34 
6 
34 


^Thc  percentage  of  15-»  16-,  and  17-year-olds  who  were  not  enrolled  in  school  on  April  1. 
*>The  percentage  of  persons  from  20  to  24  years  of  age  who  have  completed  1 2  or  more  years  of 
school. 

<=The  percentage  of  persons  from  25  to  29  years  of  age  who  have  completed  at  least  4  years  of  college. 
<*The  total  Filipino  population  is  very  small,  and  pan-Asian  scholars  suggest  that  high  educational 
attainment  figures  result  from  selective  Filipino  migration  pattems. 

Source  of  data:  U.S.  Commission  on  Civil  Rights*  Social  Indicators  of  Equality  for  Minorities  and 
Women  (1978),  "p.  10,  12,  14. 

with  the  highest  average  education  among  women — Japanese,  Chinese,  and 
Filipinos — have  the  highest  labor  force  participation  rates.  Those  with  the  lowest 
average  years  of  schooling — Native  Americans,  Puerto  Ricans,  and  Mexicans — 
have  the  lowest  work  rates. 

Labor  force  participation,  particularly  among  females,  is  also  related  to 
unemployment  rates.  And,  with  the  exception  of  blacks,  the  groups  with  the 
highest  unemployment  rates  had  the  lowest  labor  force  participation  rates.  Black 
wcmen,  however,  had  high  work  rates  in  spite  of  their  unemployment  rates, 
which  were  second  only  to  those  of  Puerto  Rican  women  in  1976. 

Another  aspect  of  employment  that  varies  with  education  and  among  mi- 
nority group  women  is  type  of  occupation.  Minority  women  workers  are  less 
likely  than  whit\c  to  be  employed  as  professionals  or  managers,  the  two  occupa- 
i'i  aal  categories  with  the  greatest  prestige  and  the  highest  earnings.  They  are 
inore  liKely  to  be  employed  as  servic  'vorkers;  but  again,  there  are  variations 
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among  groups.  About  one-third  of  Hispanic  women  workers  are  employed  as 
operatives,  compared  with  only  12%  of  the  total  female  work  force  and  16%  of 
black  women.  Over  one-fourth  of  black  and  Hispanic  women  are  clerical  work- 
ers. Unfortunately,  the  occupational  breakdown  on  nonblack,  non-Hispanic  mi- 
nority women  is  not  available  for  the  late  1970s,  but  another  occupational  mea- 
sure, developed  by  Temme  (1975),  suggests  that  Japanese,  Chinese,  and  Filipino 
women  have  an  occupational  distribution  that  looks  more  like  that  of  white 
women  (Lott  &  Pian,  1979).  In  lact,  the  occupational  prestige  rating  of  Filipino 
women  exceeds  that  of  whites,  while  that  of  the  Chinese  is  about  the  same,  and 
f*^at  of  the  Japanese,  somewhat  lower  (Bureau  of  the  Census,  1978).  However, 
many  scholars  have  pointed  out  that  in  spite  of  the  high  prestige  rating  of 
occupations  of  Asian-American  women,  there  is  an  acute  problem  of  under- 
employment among  immigrant  Asian  groups.  In  her  study  of  Chine".e  women 
employed  in  six  occupations  where  they  are  concentrated.  Sung  (1975)  ^ound 
that  a  significant  percentage  of  them  had  some  college  education.  Immigrant 
Asian  professionals  such  as  physicians,  pharmacists,  and  nurses  often  cannot 
practice  their  professions  because  a  lack  of  proficiency  in  English  prevents  them 
from  getting  licensed  or  certified,  even  though  there  is  a  critical  need  for  bi- 
lingual and  bicultural  health  professionals.  It  is  not  uncommon  to  find  Asian 
doctors  working  as  medical  assistants,  registered  nurses  as  aides,  and  phar- 
macists and  dentists  as  technicians  (NIE,  1980). 

Income  and  Earnings 

The  economic  well-being  of  families  and  individuals  is  closely  tied  to 
income,  which  is  strongly  related  to  earnings.  Over  80%  of  family  income  comes 
from  wages  and  salaries  (Bureau  of  the  Census,  1978).  Thus,  the  labor  market 
experiences  of  males  and  females  and  family  structure  are  important  variables 
that  determine  standards  of  living. 

The  economic  w(  -being  of  minorities  v^^ries  greatly  among  minority 
groups.  While  the  per  capita  income  of  Japanese-Americans  is  significantly 
higher  than  that  of  whites,  the  figures  for  blacks.  Native  Americans,  Mexicans, 
and  Puerto  Ricans  are  significantly  lower.  About  one-fourth  of  all  minority 
families  have  incomes  below  the  poverty  level,  but  this  is  tnie  for  only  6%  of 
Filipinos  and  7%  of  Japanese-Americans.  The  poverty  level  for  families  with  no 
husband  present  is  high.  aln:ost  half  of  all  minority  families  so  constituted,  other 
than  Asians,  have  incomes  below  the  poverty  line.  The  proportion  of  Asian 
female-headed  families  living  in  poverty  is  slightly  below  the  22%  for  white 
families  (U.S.  Commission  on  Civil  Rights,  1978).  To  these  data  should  be 
added  the  fact  that  only  9%  of  Asian  families  are  headed  by  women,  comoared  to 
one-third  of  Puerto  Rican,  one-sixth  of  Mexican,  and  40%  of  Uack,  families 
(U.S.  Department  of  Labor,  1976;  Bureau  of  the  Census,  1978).  The  high 
poverty  rate  among  black  families  headed  by  women,  together  -vith  the  high 
proportion  of  black  families  in  this  category,  has  serious  implications  for  the 
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economic  well-being  of  the  black  population.  The  relatively  low  poverty  rate 
among  Japanese  families  headed  by  women  and  the  extremely  small  proportion 
of  these  families  means  that  the  existence  of  female-headed  households  does  not 
have  the  same  effect  on  the  economic  well-being  of  Japanese-Americans. 

As  the  high  poverty  level  amon';  minority  families  with  female  heads 
implies,  the  earnings  of  minority  women  are  significantly  lower  than  those  of 
their  male  counterparts.  This  is  true  for  every  racial/ethnic  group;  however,  there 
are  variations  in  female  earnings  among  these  groups. 

None  of  the  groups  of  minority  women  fare  well  when  compared  with 
white  males  or  with  males  from  their  own  ethnic  group.  Black  women  have  the 
highest  earfiings  relative  to  iheir  male  counterparts,  followed  closely  by  Chinese 
women — 66  and  65%,  respectively. 

A  caveat  is  in  order.  Caution  should  be  used  when  interpreting  the  earnings 
data  for  minority  women  in  comparison  with  those  for  white  women.  More 
information  is  needed  about  part-time  versus  full-time  employment,  years  of 
work  experience,  and  similar  variables  that  influence  earnings  before  valid  con- 
clusions can  be  drawn  about  equality  in  earnings. 

The  income  inequality  between  minority  populations  and  whites  is  more  a 
reflection  of  the  differences  in  earnings  among  males  than  among  females. 
However,  women  from  larjjer  ethnic  minorities  have  average  earnings  below 
those  of  white  women,  and  their  per  capita  incomes  display  even  greater  in- 
equality. The  per  capita  income  figures  reflect  the  low  male  earnings,  the  high 
incidence  of  female-headed  households,  and  high  unemployment.  Again,  there 
are  exceptions.  The  irxidence  of  poverty  is  lower  among  Asian-Americans  than 
*he  national  average,  ind  Asian- American  women  earn  more,  on  the  average, 
tnan  white  women.  However,  the  most  salient  faci  about  the  earnings  of  minority 
women  is  that  none  have  earnings  equal  to  their  male  countp.rparts  or  approach 
the  earnings  of  white  males. 

Summary 

Minority  women  are  a  disparate  group.  They  are  concentrated  in  different 
regions  of  the  country:  blacks  i.i  the  South,  Asians  in  the  West,  Hispanics  in  the 
Southwest,  and  Native  Americans  in  the  Northwest  and  Southwest.  The  levels  of 
educational  attainment  range  from  extraordinarily  high  levels  among  Asian- 
A/nericans  to  extrcnely  low  levels  among  Hispanics  and  Native  Americans. 
Educational  attainhieni  affects  labor  market  activity,  and  thus  income.  The  high- 
er the  level  of  attainment,  the  higher  the  labor  force  participation  rates,  the  lower 
the  level  of  unemployment,  and  the  higher  the  earnings. 

These  differential  characteristics  of  minority  women  lead  to  different  pri- 
orities and  different  approaches  to  sex  equity.  Thus,  a  monolithic  or  a  unidimen- 
sional  approach  to  tht  problems  and  concerns  of  sex  equity  for  minority  women 
would  of  necessity  ignore  many  of  the  subtle  and  overt  aspects  of  their  status  in 
American  society. 
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An  attempt  will  be  made  in  the  following  section  to  discuss  major  educa- 
tional and  sex  equity  issues  facing  minority  women  as  a  means  of  isolating 
educational  and  sex  equity  priorities  of  minority  women  in  the  United  States. 

MAJOR  EQUITY  ISSUES  FOR  MINORITY  WOMEN 

A  review  of  the  literature  on  sex  equity  programs  for  minority  women 
tends  to  confinn  the  views  of  Women's  Educational  Equity  Act  program  direc- 
tors who  attended  a  priority  area  workshop  for  minority  women  and  giris  in 
1982.  They  concluded  that  while  many  of  th  strategies  and  approaches  used  to 
achieve  sex  equity  for  minority  women  are  unique,  some  overlapping  concerns 
can  be  identified.  These  emerge  as  major  issues  to  be  addressed  if  adequate 
programs,  strategies,  and  benefits  of  the  sex  equity  movement  are  to  be  shared 
between  minority  and  majority  women  in  American  society  (Women's  Educa- 
tional Equity  Act  Program,  1982).  These  issues  will  be  discussed  m  this  section: 
(1)  the  myths  of  the  female  and  minority  monoliths,  (2)  reinforced  negative 
stereotyping  of  minorities,  and  (3)  unidimensional  approaches  to  sex  equity.  The 
issues  will  be  discussed  separately. 

The  Myth  of  the  Monolith 

The  underiying  assumption  of  sex  equity  programs  is  that  discrimination 
based  on  gender  affects  all  females  and  remedying  sex  inequities  benefits  all 
females.  The  assumption  is  valid  as  far  as  it  goes,  but  the  problem  is  its  super- 
ficiality. Not  all  women  are  affected  in  the  same  way  and  to  the  same  degree  by 
sex  discrimination,  and  not  all  women  benefit  in  the  sam3  way  and  to  the  same 
degree  when  inequities  are  remedied. 

The  fact  that  American  women  constitute  a  population  varied  in  race, 
class,  educational  status,  economic  condition,  cultural  background,  legal  status, 
and  so  forth  means  that  they  are  differentially  affected  by  individual,  group, 
institutional,  and  state  attitudes  and  behavior.  When  a  minority  woman  is  denied 
a  promotion,  it  is  difficuh  to  determine  whether  that  denial  stems  from  racial, 
cultural,  sexual,  or  regional  biases.  It  is  also  difficult  to  determine  which  of  these 
biases  is  more  fundamental  to  her  problem  than  the  others.  By  the  same  token,  it 
is  difficult  to  determ'  e  whether  textbook  stereotypes  of  females  are  mo*e 
damaging  to  the  image  of  minority  women  than  are  textbook  stereotypes  of 
minorities.  All  the  women  are  not  white  and  all  the  minorities  are  not  male:  some 
of  both  groups  are  minority  women  who  arc  discriininated  against  because  they 
are  members  of  both  categories  (Hull,  Scott,  &  Smith,  1982).  Both  are  ascribed 
characteristics;  the  acquired  characteristics  of  economic  status,  educational  sta- 
tus, and  so  forth  arc  iclated  to  the  ascribed  characteristics  because  being  bom 
female  and  nonwhite  adds  additional  restrictions  on  social  mobility  in  American 
society. 

The  myth  of  the  monolith  also  fosters  competition  among  minority  women 
for  funds  and  causes  infighting  over  program  directives.  It  facilitates  the  exclu- 
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sion  of  minority  women  from  all  but  set-aside  programs  and  funds  and  thus  limits 
the  scope  and  depth  of  projects  focused  on  minority  women  (Women's  Educa- 
tional Equity  Act  Program,  1982).  Researchers,  policy  makers,  minorities,  and 
other  Americans  who  accept  the  monolithic  approach  to  minority  women  fail  to 
understand  the  need  for  and  make  provisions  for  differential  projects,  goals, 
programs,  and  strategies  for  distinct  subcategories  of  women. 

Reinforced  Negative  Stereotyping 

Stereotyping  of  groups  results  in  myths,  warped  perceptions,  inaccuracies, 
and  neglect  of  specifics  that  would  make  null  the  x  riginal  misconceptions  that  led 
to  the  stereotype.  In  this  as  well  as  in  other  societies  around  the  wc/ld,  it  is 
common  to  label  particular  groups  based  on  a  few  observed,  if  misunderstood, 
characteristics  of  representatives  of  the  larger  group.  These  generalizations  often 
develop  into  stigmatizing  labels  that  become  self-fulfilling  prophecies,  since 
policies  and  practices  based  on  the  stereotypes  force  populations  to  fit  the  label 
(Lewis,  1981;  Jackson,  1982). 

Minority  women  are  negatively  stereotyped  in  two  ways:  as  minorities  and 
as  woiu^n.  It  is  imperative  to  explore — and  explode — assumptions  and  miscon- 
ceptions about  minority  women  in  order  to  increase  their  opportunities  for 
achieving  equity  in  this  society. 

Thret  common  themes  or  concerns  emerge  from  an  examination  of  the 
stereotyped  labels  appended  to  minority  women  in  America:  (1)  the  image  or 
stereotype  1  one  of  powerlessness;  (2)  the  image  is  pathological,  that  is,  the 
victim  is  blan  ed  for  her  victimization;  and  (3)  the  image  is  based  on  the  absence 
of  information  or  on  distorted  information.  Images  and  stereotypes  vary  from  one 
group  to  another,  but  the  basic  denigration  of  minorities  and  women  holds 
constant.  Specific  examples  of  double  negative  stereotyping  of  minority  women 
are  discussed  in  this  section. 

Native  Americans.  Views  of  Native  Americans  have  been  distorted  since 
the  day  Columbus  stepped  ashore  on  one  of  the  Bahamas  under  the  assumption 
that  his  voyage  had  brought  him  to  the  shores  of  India.  Misconceptions  have 
thrived  ever  since  and  are  broadly  based  on  lack  of  public  awareness  and/or  lack 
of  public  response  to  historical  diversity  within  the  population,  the  uniqueness  of 
American  Indians  in  relation  to  all  the  rest  of  the  national  population,  continuing 
negative  stereotyping  of  American  Indian  women,  and  contemporary  prioriiies 
within  the  growing  Native  A..ierican  population  (Butterfield,  1980;  Foreman, 
1954). 

This  void  in  public  awareness  diminishes  all  Indian  cultures.  At  a  time 
when  we  at  least  talk  of  equal  rights  under  the  Constitution,  Americans  remain 
ignorant  of  the  historical  leadership  roles  accorded  Indian  women  and  of  the 
arhievements  of  contemporary  American  Indian  women  (Foreman,  1954). 

The  image  of  the  American  Indian  women  is  based  on  the  squaw  ster- 
eotype. The  drudge,  the  bearer  of  burdens,  dutifully  walking  10  paces  behind  the 
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male,  whose  image  is  that  of  the  lithe  child  of  the  wilderness  or  savage  warrior,  is 
how  we  see  American  Indian  women  today  (Deloria,  1969;  McNickcl,  1973). 
Life  *br  Indians  who  live  on  the  reservations  and  for  those  who  live  in  urban 
areas  is  seldom  contrasted  in  media  o:  textbook  images  of  Indians,  nor  arc  the 
differences  among  lifestyles  of  Indian  women  from  one  reservation  to  another  or 
among  different  age  groups,  educational  levels,  geographical  locations,  and  so 
forth  presented  to  the  American  public.  The  various  nations  and  the  women  of 
those  nations  of  Native  Americans  arc  stereotyped  as  marginal,  powerless; 
pathological  beings. 

Asian-Americans,  A  number  of  stereotypes  of  Asian  women  have  been 
identified  by  various  scholars.  Summarizing  the  studies  on  stereotypes.  Sue  and 
Kitano  (1973)  suggest  that  the  "Suzy  Wong"  stereotype  of  the  slim,  sexy, 
feminine,  and  charming  Chinese  female  fits  well  within  the  American  stereotype 
of  femininity,  but  is  extremely  limiting  in  terms  of  job  access  and  occupational 
choice  (Lett  &  Pian,  1979).  Restrictive  sex  role  characteristics  are  ascribed  to 
Asian-American  women  both  by  their  own  societies  and  by  the  dOiTiinant  Ameri- 
can society.  They  are  seen,  for  example,  as  industrious  and  excelling  in  the 
home,  but  are  not  viewed  as  involved  in  intellectual  endeavors.  They  are  por- 
trayed as  passive,  submissive,  and  self-effacing,  and  above  all,  not  assertive 
(Lx)tt  &  Pian,  1979). 

The  recent  intercst  in  Asian  martial  arts  such  as  Kung  Fu,  which  has  led  to 
a  spurt  of  exploitation  films  and  television  series,  has  further  exacerbated  the 
negative  images  of  Asian-American  women.  In  these  films,  Asian  women  are 
rarely  seen,  ar.d  when  they  are,  they  are  generally  depicted  as  totally  submissive, 
traditional  Orientals  or  pseudo-modem  Suzy  Wongs.  Asian  populations  are 
viewed  as  harsh,  traditional,  inscrutable,  and  subtly  negative.  The  Asian  woman 
is  thus  subjected  to  double  negative  stereotyping. 

African-Americans,  King  (1977)  describes  three  prevailing  stereotyped 
images  of  black  females  in  America.  The  first  combines  negative  opposites:  the 
tough,  hard-working  matriarch  in  the  home  and  the  appropriately  submissive 
individual  in  the  white-dominated  world  outside  thfc  home.  This  defeminizin'^ 
image  of  black  females  permits  exploitation  of  black  women's  labor,  subjection 
to  harsh  and  unsafe  social  and  working  conditions,  and  political  neglect  of  the 
needs  of  this  population.  The  second  stereotype  of  the  black  female  is  the 
depreciated  or  valueless  sex  object.  This  image  serves  to  insulate  white  males 
(and  some  black  males)  against  momentary  passion,  compassion,  or  compunc- 
tion that  might  rcsult  from  their  sexual  contact  with  black  females.  Thus,  black 
females  arc  seen  as  sex  objects  not  to  hz  considered  for  meaningful  relationships, 
especially  not  marriage.  The  third  stereotype  is  of  black  females  as  losers  This 
image  is  specifically  aimed  at  destroying  the  self-esteem,  self-respect,  and  aspi- 
rations of  black  females.  Coupled  with  the  image  of  black  people  as  lazy, 
ignorant,  dishonest,  and  powerless,  the  images  of  black  females  depict 
powerless,  pathological  losers  constrained  and  limited  by  biological  and  histor- 
ical factors  (King,  1977). 


376    SEX  EQUITY  STRATEGIES  FOR  SPECIFIC  POPULATIONS 


Hispanic-Americans,  One  of  the  major  assumptions  about  Hispanic 
women  is  tliat  tliey  focus  only  on  home  and  family.  As  a  result  of  the  imposition 
of  the  values  of  the  dominant  class  in  America,  the  values  of  Hispanic  families 
and  peoples  are  viewed  as  backward  and  encumbering.  The  image  of  dutiful 
daughters,  wives,  and  mothers  among  Hispanic  women  is  a  negative  one  in  this 
society  because  the  sense  of  duty  is  linked  to  subservience  and  dependency. 
Hispanic  women  are  seen  as  content  with  boing  sex  objects  and  decorative 
figures  who  are  required  to  obtain  less  education  than  their  male  counterpans 
because  they  are  less  capable  of  using  it  (Marin,  1977).  Further>  the  image  of 
ultrareligious  women  who  depend  on  the  church  and  God  for  change  while  the 
rest  of  the  population  sleeps  and  drinks  is  very  common  when  Hispanic  women 
(especially  Mexican  women)  are  depicted  in  American  films.  These  negative 
images  of  the  group  and  of  the  women  lead  to  the  stereotyping  of  Hispanic- 
American  women  as  powerless,  pathological,  prayerful,  and  dutiful  family 
members. 


All  of  these  stereotypes  of  minority  women  are  negative.  As  vyomen  and  as 
minorities  they  are  depicted  as  deserving  the  contempt  of,  and  exploitation  by, 
minority  males  as  well  as  the  ridicule  of  males  and  femaies  in  the  dominant 
American  culture.  Textbooks,  films,  television,  newspapers,  advertisements, 
jokes,  the  economic  system,  the  political  system,  and  unfounded  "sayings"  form 
parf  of  the  educational  mechanism  through  which  these  negative  stereotypes  are 
spread  and  perpetuated  from  generation  to  generation.  The  schools  alone  are  not 
responsible  for  popularizing  the  negative  images  of  minority  females.  Other 
agents  in  society  create  and  reinforce  stereotypes;  thus,  all  of  these  agents  must 
be  confronted — along  with  the  educational  system — if  eradication  of  the  nega- 
tive images  and  resulting  opportunities  for  change  are  to  be  ^.xpected  for  minority 
women. 

The  Unidimensional  Approach  to  Sex  Equity 

Many  of  the  problems  experienced  by  minority  won.  arc  also  experi- 
enced by  minority  men.  Yet,  programs  and  materials  are  not  always  developed 
for  both.  For  example,  math  anxiety  in  minority  males  is  very  similar  to  math 
anxiety  in  females  of  all  races.  Materials  and  programs  for  one  group  should  be 
made  available  for  use  by  other  gioups  with  the  same  experiences  (Women's 
Educational  Equity  Act  Program,  1982). 

Programs  for  achieving  sex  equity  which  assume  that  sexism  is  the  ori<^  -^r 
even  the  major  obstacle  to  equity  for  women  fail  to  take  into  account  t.ie  varied 
forms  of  oppression  visited  upon  minority  women.  Certainly  raci^^  ethnic,  and 
cultural  oppression  are  well  known  and  have  been  well  documented  over  the  past 
two  decades  (National  Advisory  Commission  on  Civil  Disorder,  1968;  U.S. 
Commission  on  Civil  P*       '978).  However,  there  is  still  a  tendency  in  this 
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society  to  assume  that  patriarchy  affects  all  women  the  same  way,  regardless  of 
racial,  class,  or  ethnic  background.  Thus,  the  argument  goes,  we  can  approach 
the  attainment  of  sex  equity  for  women  with  one  strategy.  This  perspective 
reflects  the  dominance  of  whites  of  western  European  origin  in  the  American 
women's  movement.  They  have  attempted  to  determine  issues,  strategies,  and 
goals  for  all  women  in  American  society. 

Class  and  regional  biases  as  well  as  educational  differences  affect  minority 
men  and  women  alike,  though  not  to  the  same  degree.  The  percentage  of  minor- 
ity women  with  inadequate  education,  low  economic  status,  and  ghettoized 
residences  is  much  greater  than  for  majority  women.  And,  since  race,  sex,  and 
socioeconomic  status  are  all  interrelated,  the  impact  of  all  these  factors  is  ob- 
viously significant  in  determining  how  minority  women  view  themselves,  how 
others  view  them,  and  what  their  status  is  in  American  society.  It  would  seem  to 
follow  that  sex  equity  projects  that  aim  at  eliminating  negative  female  images 
from  textbooks  and  elsewhere  in  the  educational  system  touch  only  a  fraction  of 
the  problem  facing  minority  women.  A  unidimensional  approach  to  sex  equity 
means  that  progress  made  by  minority  women  in  this  area  is  measurably  less  than 
that  made  by  majority  women  (Hull,  Scott,  &  Smith,  1982;  Lewis,  1982). 

Sex  equity  programs  exhibit  ethnic,  cultural,  class,  and  racial  biases.  Thus, 
programs  designed  to  promote  sex  equity  sometimes  foster  inequity  in  other 
arenas.  The  sex  equity  move  to  have  women  defined  as  minorities  so  they  could 
obtain  set-aside  contracts  in  the  Department  of  Transportation  fostered  inequity 
for  ethnic  minority  women  who  did  not  have  brothers,  money,  and  relatives' 
firms  behind  them  and  who  had  no  other  avenue  into  the  contractual  worid  save 
set-aside  or  joint  venture  programs.  Further,  sex  equity  programs  that  concen- 
trate, as  many  early  programs  did,  on  reentry  women  and  women  in  higher 
education  clearly  exhibit  class  as  well  as  racist  tendencies,  since  "housewives" 
returning  to  school  or  the  work  force  are  overwhelmingly  white  and  middle  class. 
Clearly,  the  unidimensional  or  single-minded  approach  to  sex  equity  in  education 
lends  itself  readily  to  discriminatory  approaches  to  educational  and  societal 
change  (Jackson,  1972;  King,  1977). 

Having  identified  and  briefly  discussed  the  major  issues  confronting  mi- 
nority women,  we  now  wish  to  delineate  some  of  the  sex  equity  priorities  of 
minority  women  in  the  United  States. 

EQUITY  P'^IORITIES  OF  MINORITY  WOMEN 

Given  the  differential  characteristics  of  minority  women,  it  is  difficult  to 
identify  a  set  of  priorities  that  holds  true  for  all  women  in  the  minority  category. 
Nevertheless,  it  is  possible  to  determine  generally  agreed-upon  priorities.  The 
most  common  appear  to  be  (1)  contextual:  the  need  to  place  sex  equity  in 
education  for  minority  women  in  a  proper  theoretical  and  historical  context;  (2)  a 
data  base:  the  need  for  resource  materials  on  minority  women  (a  need  that  is 
linked  to  the  need  for  research  on  minority  women,  by  minority  women,  that  is 
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sensitive  to  the  needs  of  minority  women);  (3)  communication:  the  need  to 
develop  networking  and  formal  communications  linkages  through  print  and  elec- 
tronic media  sources;  (4)  career  development:  the  need  to  provide  continuing 
education  and  skill  development  for  minority  adult  women  so  that  negative  self- 
images  and  skills  deficiencies,  which  most  often  stem  from  racial  and  class 
inequities,  can  be  overcome. 

The  Need  for  a  Context 

Since  the  focus  of  most  Third  Worid  cultures  is  on  the  family  and/or 
group,  while  the  focus  of  European-based  cultures  is  on  the  individual,  minority 
women  (who  are  in  fact  Third  World  women  in  terms  of  status  and  orientation) 
relate  differently  to  educational  programs  and  strategies.  They  are  also  treated 
differently  by  educators  and  educational  programs  because  of  the  multidimen- 
sional nature  of  their  oppression. 

Before  we  can  place  sex  equity  in  education  for  minority  women  within  a 
proper  theoretical  and  empirical  context,  we  need  to  discuss  some  of  the  specific 
concerns  of  women  of  the  various  minority  groups. 

Hispanic  Women.  A  significant  problem  that  many  Hispanic  women  face 
is  their  location  in  a  netherworld  between  two  cultures.  They  are  no  longer  an 
integral  part  of  the  culture  from  hich  they  came,  yet  they  have  not  yet  become  a 
part  of  the  culture  in  which  they  now  find  themselves. 

In  this  nether  world  they  are  torn  by  conflicting  demands.  The  roles  and 
behaviors  appropriate  to  the  traditional  environment  are  sometimes  contradictory 
to  those  expected  in  the  new  environment.  If,  for  example,  they  adopt  Anglo 
values  and  attitudes,  conflict  arises  within  themselves,  between  themselves  and 
Hispanic  males  who  tend  to  prefer  the  traditionally  assigned  roles,  and  between 
themselves  and  Anglo  society,  which  generally  endorses  r.nd  perpetuates  the 
myths  and  stereotypes  of  Hispanic  women.  This  problem  is  not  limited  to  His- 
panic women.  All  racial  and  ethnic  minorities  are  victims  of  niythmaking  and 
stereotyping. 

Native  American  Women.  The  Native  American  woman  is  a  special  case. 
Unlike  other  racial  and  ethnic  groups  in  America,  Native  Americans  view 
civil/equity  rights  in  terms  of  special  rights  bought  and  paid  for  with  land. 
Neither  the  majority  nor  any  other  minority  has  that  kind  of  legal  relationship  or 
unique  treaty/trust  relationship  with  the  government  of  the  United  States. 

Priorities  in  Native  American  communities  are  basically  within  the  frame- 
work of  tribal  sovereignty  and  the  implications  of  treaty  obligations.  As  the 
nation's  most  deprived  citizens.  Native  Americans  hold  the  dubious  distinction 
of  having  the  shortest  lifespan,  greatest  infant  mortality,  highest  suicide  rate, 
least  educational  attainment,  highest  unemployment,  and  lowest  income  level  in 
America.  However,  white  Americans  do  not  want  to  admit  that  Indians  survived 
attempted  genocide.  While  events  of  the  past  dozen  years  forced  the  nation  to 
acknowledge  shameUil  chapters  in  the  treatment  of  Indians,  a  devastating  back- 
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lash  continues  and  the  life  conditions  of  Indians  are  still  viewed  outside  the 
historical  context  that  gave  rise  to  them  (Prucha,  1977). 

Asian-American  Women.  Until  public  agencies  and  professio.»al  commu- 
nities place  tlie  subject  of  Asian-American  women  on  their  agenda?  little  change 
can  be  expected.  The  ultimate  inequity  is  the  denial  of  their  existence.  Remind- 
ing polic  makers  of  the  diversity  among  Asian-American  women  is  also  impor- 
tant, and  the  time  to  start  dealing  with  it  is  long  overdue.  One  of  the  things  that 
needs  to  be  done  is  to  collect  and  report  information  on  each  of  the  Asian  groups 
separately  so  that  we  know  what  the  facts  are  before  we  give  prescriptions. 

Linguistic  diversity  among  Asian-American  women  and  barriers  between 
educated  and  uneducated  women  make  the  development  of  culturally  sensitive 
sex  equity  materials  a  necessity.  Among  both  the  highly  educated  and  pooriy 
educated  are  sizable  numbers  of  immigrants.  Therefore,  the  demand  for  more 
opportunities  to  learn  English  has  become  most  salient.  Poorly  educated  Asian 
women  require  knowledge  of  the  language  to  secure  a  minimal  livelihood,  and 
college  graduates  need  communications  skills  in  English  to  obtain  comparable 
employment.  ITiese  concerns  will  not  be  addressed  unless  and  until  Asian- 
American  women  are  placed  in  a  proper  historical  and  social  context. 

African-American  Women,  Any  discussion  of  the  contemporary  educa- 
tional needs  of  African-American  women  must  provide  at  least  a  glimpse  of  the 
historical  fabric  from  which  the  present  emerges.  Though  historical  records  are 
sparse,  the  evidence  suggests  that  attempts  by  black  women  and  giris  to  gain 
quality  education  in  this  society  have  been  thwarted  by  dominant  American 
mores  and  values,  prejudice  against  women,  racial  discrimination,  and  the 
American  legal  system  (Lemer,  1972). 

Most  African- American  women  are  descendants  of  slaves.  For  this  reason 
it  is  inappropriate,  inaccurate,  and  restricting  for  them  to  be  viewed  in  the  same 
manner  as  other  ethnic  groups  are  viewed.  No  other  group  has  had  slave  origins 
and  has  suffered  the  subsequent  stigma,  lack  of  opportunity,  legal  barriers  such 
as  Jim  Crow  laws,  or  the  cultural  and  physical  rape  that  African-American 
women  have  experienced. 

During  slavery,  education  for  blacks  was  viewed  as  dangerous  for  both  the 
ruling  class  and  the  slaves.  It  was  generally  believed  that  reading  and  writing 
would  encourage  discontent  and  "ruin  a  good  slave."  For  this  reason  severe 
punishment  was  meted  out  to  slaves  found  to  be  literate  and  to  persons  found 
teaching  the  enslaved  (Franklin,  1947). 

This  historical  context  suggests  a  milieu  wherein  access  to  education  for 
black  men  and  women  has  always  been  discouraged.  It  is  against  this  so- 
ciocultural  and  historical  backdrop  that  the  contemporary  picture  emerges.  Add 
to  this  context  the  fact  that  black  women  form  a  visible  target  for  inequitable 
treatment.  Color,  hair  texture,  features,  mannerisms,  and  so  forth  differentiate 
black  women  from  others,  and  these  factors  can  neither  be  hidden  or  taken 
lightly.  These  biological,  cultural,  and  historical  constraints  on  educational  equi- 
ty for  black  women  arc  serious.  When  the  social,  political,  and  economic  struc- 
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tures  fail  to  confer  equal  status  on  black  women,  the  educational  structure  re- 
flects the  same  inequities.  Sex  equity  programs  and  materials  must  be  informed 
by  and  sensitive  to  these  constraints  if  black  women  are  to  gain  sex  equity  in  this 
society. 

The  Need  for  a  Data  Base 

One  of  the  major  obstacles  confronting  researchers  and  educators  attempt- 
ing to  design  and  implement  sex  equity  programs  for  minorities  is  the  lack  of 
identifiable,  readily  accessible  sources  of  data.  The  authors  of  a  recent  bibliogra- 
phy on  American  women  of  color  note  that  a  cursory  examination  of  the  bibli- 
ography will  reveal  the  problematic  and  inadequate  nature  of  existing  sources. 
There  is  a  significantly  imbalanced  distribution  of  citations  on  women  of  differ- 
ent ethnic  backgrounds,  and  a  significant  number  of  sources  focus  on  "minorities 
and  women,"  making  the  not-so-subtle  suggestion  that  "all  the  women  are 
white,  all  the  blacks  are  men,  but  some  of  us  are  brave"  (Hull,  Scott,  &  Smith, 
1982).  In  addition,  a  large  number  of  the  available  empirical  studies  on  women 
of  color  have  focused  on  issues  that  make  them  vulnerable  as  potential  objects  of 
manipulation  and  social  control  (for  example,  fertility  studies)  (Stineman,  Loeb, 
&  Walton,  1979). 

Trends  in  research  and  publication  usually  reflect  public  interest  and  soci- 
etal attitudes,  and  while  women  have  generally  been  victims  of  scholarly  neglect, 
minority  women  have  received  even  less  scholarly  consideration.  The  demand 
for  information  on  minority  women  has  preceded  the  development  of  adequate 
research  materials  and  tools  (Sims-Woods,  1980). 

Minority  women  are  justifiably  committed  to  uncovering  existing  data 
about  themselves  and  building  upon  it.  However,  the  paucity  of  thorough,  schol- 
arly, sensitive,  and  relevant  works  that  are  readily  available  suggests  the  need  for 
minority  women  to  begin  creating  new  data  that  focus  systematic  attention  on  the 
issues  and  conditions  of  specific  subgroups  of  minority  women.  These  data  could 
be  utilized  in  a  number  of  ways.  They  could  provide  background  and  historical 
contexts  for  self-definition;  aid  in  determining  directions  for  future  research; 
form  the  basis  of  new  methodologies  for  research  and  teaching  about  minority 
women;  and  provide  the  empirical  data  and  theories  to  undergird  strategies  for 
achieving  sex  equity  in  and  through  education. 

The  absence  of  adequate  research  data  on  minority  women  is  a  measure  of 
the  absence  of  educational  equity,  and  it  is  ako  an  indication  of  the  need  to  place 
building  resources  and  a  data  base  high  on  the  list  of  educational  priorities  of 
minority  women.  An  important  dimension  of  tnis  priority  is  the  need  for  this 
research  to  be  done  by  minority  women  themselves.  And  while  we  recognize  that 
this  does  not  ensure  an  adequate  contextual  and  dimensional  approach  to  minor- 
ity women,  it  does  lessen  the  possibility  that  insensitive,  irrelevant  works  will  be 
heralded  as  representative  of  the  thinking  and  needs  of  minority  women. 

The  usefulness  of  what  is  known  about  minority  women  is  very  much  a 
function  of  the  kinds  of  questions  that  have  been  asked.  In  turn,  it  is  also  a 
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function  of  who  asks  the  questions  and  why.  Sociology,  anthropology,  and 
psychology  have  provided  most  of  the  disciplinary  work  on  minority  women. 
Yet,  much  of  the  work  coming  out  of  these  disciplines  is  shaped  by  frameworks 
and  assumptions  that  display  little  or  no  sensitivity  to  the  conditions  that  have 
defined  the  lives  of  minority  women  (Ladner,  1971;  Lewis,  1981;  Lindsay, 
1979V  The  Moynihan  Report  is  a  good  example  of  the  type  of  study  that  exhibits 
these  faults. 

Other  disciplines  (such  as  history)  address  more  directly  the  problems  that 
minority  women  face  (for  example,  property  rights  and  suffrage),  but  they  fail  to 
provide  a  framework  for  discussion  about  the  status  of  women  in  society  and  the 
alteration  of  that  status  through  social  transformation.  They  generally  reduce 
solutions  to  the  problems  that  women  face  to  a  simple  matter  of  institutional  face 
lifting,  which  passes  off  surface  alterations  in  the  status  of  minority  women  as 
essential  change.  This  is  a  means  of  trivializing  the  importance  of  sexual,  class, 
and  racial  oppression.  Further,  minority  women's  embrace  of  the  meager  accom- 
modations offered  further  trivializes  the  "woman  question."  The  accommoda- 
tions do  not  provide  the  kind  of  information  necessary  to  answer  such  fundamen- 
tal questions  as  these:  Is  there  a  minority  women's  world  view?  Is  there  a 
minority  women's  culture?  What  are  the  priorities  of  minority  women? 

In  order  for  a  data  base  to  be  developed,  funders  must  encourage  and 
reward  minority  women  researchers.  Even  those  minority  women  who  do  not 
research  topics  relating  to  the  priorities  of  minority  women  serve  as  role  models 
for  future  minority  women  researchers.  A  larger  share  of  research  dollars  must  be 
consciously  channeled  to  minority  women,  and  educational  institutions  must 
assist  minority  women  in  applying  for  and  obtaining  research  grants. 

Publication  is  crucial  to  the  establishment  of  a  good  data  base  for  and  on 
minority  women,  because  the  publication  of  findings  on  minority  women  acts  to 
swell  the  data  base  and  to  encourage  minority  women  researchers.  However, 
assistance  in  entering  the  publishing  network  is  necessary  if  the  results  of  the 
research  are  to  be  widely  disseminated. 

It  is  important  to  emphasize  that  accurate  and  informed  data  as  well  as 
good  scholarship  on  minority  women  would  go  a  long  way  toward  dispelling  the 
myths  and  stereotypes  that  serve  as  barriers  to  educational  equity  for  minority 
women.  Research  and  a  data  base  that  are  accessible,  reliable,  respected,  and 
adequate  are  certainly  keys  to  achieving  sex  equity  for  minority  women. 


The  Need  for  Communication 

Minority  women  have  serious  problems  with  current  communica- 
tions/media projections  of  themselves.  Related  to  this  is  the  dearth  of  minority 
women  in  communications.  Minority  women  who  do  not  attend  college  are 
especially  victimized  by  media  stereotypes.  Few  popular  publications,  even 
fewer  scholariy  periodicals,  and  practically  no  radio  or  television  programs  offer 
positive  images  of  minority  women  (King,  1977). 

Added  to  the  problems  with  formal  communications  media  is  the  fact  that 
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means  of  communication  between  women  of  the  various  minority  groi'ps  are  not 
adequately  developed.  Networks  within  specific  ethnic  groups  exist,  but  few  of 
these  are  cross-ethnic.  Examples  are  the  National  Black  Women's  Hook-Up,  the 
Asian  Women's  Association,  and  Ohoyo  (for  Native-Americans).  Even  the  net- 
works and  organizations  of  women  that  are  theoretically  open  to  all  groups — for 
example,  the  National  Organization  for  Women — do  not  provide  the  setting  and 
climate  conducive  to  cross-ethnic  networking.  Inadequate  networking  between 
and  within  subgroups  is  also  a  problem.  Geographical  location,  group  size, 
language,  class,  interests,  and  information  flow  limit  minority  women's  net- 
works. On  the  state  and  national  levels  the  constraints  are  compounded.  Indi- 
viduals interested  in  communicating  with  a  cross-section  of  minority  women 
would  have  difficulty  locating  a  diverse  group  in  one  setting  or  finding  publica- 
tions that  address  cross  ethnic  or  cross-sectional  groups.  Therefore,  one  of  the 
priorities  of  minority  A^omen  in  the  United  States  is  to  improve  cross-cultur- 
al/cross-ethnic networking  as  a  strategy  for  achieving  sex  equity. 

Needs  in  Career  Development:  Skills  and  Employmetit 

A  look  at  most  sex  equity  programs  designed  by  minority  women  reveals 
the  perceived  i»nportance  of  linking  sex  equity  in  education  with  the  development 
of  occupational  skills  and  employment  opportunities  for  minojity  women.  This 
focus  suggests  that  minority  women  take  a  pragmatic  approach  to  sex  equity  in 
education.  While  they  understand  and  support  the  principles  and  theory  of  sex 
equity,  they  cannot  afford  to  ignore  the  possible  use  of  sex  equity  in  education  to 
improve  the  quality  of  their  economic  lives.  Job  training  programs,  human 
relations  workshops,  apprenticeships,  career  counseling,  and  the  development  of 
employment  networks  are  usually  part  of  the  package  of  sex  equity  proposals 
written  by  minority  women. 

Because  years  of  schooling  for  minority  women  do  not  automatically  trans- 
late into  improved  economic  status,  it  is  essential  to  link  specialized  schooling 
and  training  to  career  development.  This  priority  must  be  viewed  in  relationship 
to  other  priorities  to  be  clearly  understood,  for  it  seems  obvious  that  muhidimen- 
sional  needs  bom  of  muhidimensional  oppression  require  (1)  a  theoretical  con- 
text for  equity,  (2)  more  research  and  an  adequate  data  base,  (3)  more  and  better 
communication  with  and  about  minority  women,  and  (4)  better  skills  and  em- 
ployment opportunities.  All  of  these  culminate  in  improvements  in  the  quality  of 
life  for  minority  women. 

Bilingual  and  bicuhural  programs  are  critical.  Educational  programs  that 
provide  occupational  and  career  development  training  are  also  needed.  Em- 
ployment networks,  proposal  writing  workshops,  briefing  sessions  on  govern- 
mental and  private  programs  and  agencies  that  fund  projects  related  to  minority 
women,  and  a  variety  of  programs  that  train  women  for  nontraditional  occupa- 
tions are  among  the  vital  needs  of  minority  women.  The  basic  need  is  for 
educational  programs  that  combine  career  counseling,  occupational  training,  and 
sex  consciousness. 
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MULTIDIMENSIONAL  APPROACHES  TO  SEX  EQUITY 
IN  EDUCATION:  ALTERNATIVE  ANSWERS 

The  role  of  majority  woiTicn  in  perpetuating  ^equities  for  minority  women 
is  not  the  subject  of  this  chapter,  but  the  cuhural  pressure  to  view  women's 
problems  from  the  perspective  of  the  dominant  majority  does  constitute  one  of 
the  problems  that  minority  women  face  in  their  efforts  to  achieve  sex  equity  in 
education.  Minority  women  view  the  integtation  ot  strategies  for  eliminating 
inequity  as  basic  to  any  program  for  achieving  sex  equity  in  education.  Most  of 
their  sex  equity  projects  proceed  from  this  multidimensional  perspective. 

The  following  examples  of  sex  equity  programs  indicate  how  different  are 
the  priorities,  strategies,  and  populations  of  minority  women.  They  also  indicate 
how  these  women  have  managed  to  cope  with  and  change  conceptualizations  of 
themselves.  Finally,  the  programs  described  in  this  section  illustrate  how  diverse 
groups  of  minority  women  design  educational  programs  that  reflect  their  basic 
needs  and  priorities.  Occupational  training  and  career  development,  communica- 
tion and  networking,  expanding  research  and  building  a  data  base,  and  an  inte- 
grative approach  to  sex  equity  in  education  are  evident  in  the  examples  which 
follow. 

Asian-American  Women:  Two  Models,  To  respond  to  the  needs  of  immi- 
grant women  in  the  nonprofessional  sector,  the  Organization  of  Chinese-Ameri- 
can Women  developed  a  series  of  Job  Advancement  Workshops.  These  work- 
shops, held  from  June  20  lo  July  2,  1981,  were  organized  to  help  recent 
immigrant  Chinese  women  develop  basic  problem-solving  skills  and  attain  the 
self-confidence  needed  to  advance  in  the  working  world.  Objectives  of  the  work- 
shops included  (1)  encouraging  and  preparing  Chinese-Americans  to  seek  and 
hold  better-paying  jobs;  (2)  informing  Chinese-American  women  of  the  wide 
range  of  occupational  and  career  choices,  especially  nontraditional  ones,  avail- 
able to  them;  and  (3)  encouraging  them  to  seek  occupations  suitable  to  their 
personal  interests  and  abilities  rather  than  those  prescribed  by  stereotyped  voca- 
tional tracking  or  cultural  expectations. 

Workshop  topics  included  cultural  differences  and  women  working  in  the 
United  States,  skills  assessment  and  goal  setting,  expanding  job  options  and 
r&ume  writing,  job-hunting  skills  and  filling  out  job  applications,  interviewing 
techniques  and  follow-up  activities,  and  job  maintenance  skills  and  the  em- 
ployee's responsibility  and  fringe  benefits.  Due  to  the  overwhelming  response  to 
the  workshops,  attendance  was  limited  to  the  first  45  applicants,  35  of  whom 
attended  all  seven  workshops.  Their  ages  ranged  from  25  to  60  years,  and  their 
educational  background  ranged  from  sixth  grade  to  college,  including  graduate 
studies.  Most  were  homemakcrs  or  unskilled  blue  collar  workers,  but  some  had 
been  either  highly  skilled  workers  or  in  the  professions  in  their  native  countries. 

Asian,  Inc.  and  Asian  Women  United  administered  a  sex  equity  program 
entitled  Education  for  Occupational  Choice:  Creating  Awareness  of  Alternatives 
for  Asian-American  Women  and  Girls,  The  program  was  based  on  the  assump- 
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tion  that  increased  education  alone  docs  not  yield  significant  increases  in  earn- 
ings for  Asian-American  women.  Although  Asian-American  women  have  higher 
than  average  labor  force  participation  rates,  they  are  in  a  narrow  range  of  occupa- 
tions in  a  limited  number  of  industries. 

Phase  one  of  the  program  developed  information  about  how  Asian-Ameri- 
can giris  and  women  make  educational  and  job  choices,  whom  they  turn  to  for 
help  on  these  issues,  what  their  aspirations  and  expectations  are,  how  they 
perceive  what  choices  are  open  to  them,  and  how  they  cope  with  discrimination. 
The  project  surveyed  students  from  junior  high  school  through  college,  parents, 
teachers,  counselors,  employers,  and  community  agencies  in  California. 

Phase  two  was  devoted  to  developing  media  and  print  materials  to  expand 
awareness  of  career  and  educational  alternatives  and  provide  assistance  in  coping 
with  the  barriers  identified  in  phase  one. 

Native-American  Women:  Two  Models.  In  1981-82,  the  Minnesota 
Chippewa  tribe  developed  a  curricular  project  entitled  The  Contemporary  Ameri- 
can Indian  Woman:  Careers  and  Contributions.  Information  that  depicts  the 
career  choices,  life  styles,  family  relationships,  tribal  relationships,  achieve- 
ments, and  contributions  of  contemporary  Indians  was  seen  as  important,  es- 
pecially for  young  Indian  women  who  are  unaware  of  the  variety  of  careers  and 
opportunities  available  to  them. 

The  materials  produced  from  the  project  present  views  of  careers  in  a 
curriculum  unit  in  book  form  and  in  an  audiovisual/slide-tape  unit.  The  careers 
and  contributions  of  Indian  women  in  areas  such  as  business,  education,  medi- 
cine ?nd  health-related  fields,  mathematics,  science,  law,  tribal  government  and 
services,  politics,  social  service,  sports,  the  communications  media,  environ- 
ment and  natural  resources,  and  the  performing  arts  are  included  in  the  curricu- 
lum unit.  The  units  are  geared  to  students  aged  12  to  15  and  are  designed  to 
provide  accurate  information  about  American  Indian  women  and  to  provide 
career  education  information  for  Indian  youth. 

Blackfeet  Community  College  established  a  Blackfeet  Women's  Resource 
Center  in  1981  to  serve  the  needs  of  Native  American  women  on  campus  and  on 
the  Blackfeet  Reservation.  The  center  provides  counseling  services  for  women 
students,  education  and  training  programs  to  increase  opportunities  for  unem- 
ployed and  underemployed  reservation  women,  and  technical  assistance  to  local 
school  personnel  in  implementing  Title  IX  for  Blackfeet  giris  and  women. 

The  center  also  developed  an  information  resource  center  that  collects  and 
disseminates  information  on  Native  American  women's  roles,  both  traditional 
and  modem,  and  today's  opportunities  and  e::pectations  for  Native  American 
women.  Materials  on  women's  rights,  legal  services,  employment  opportunities, 
consumer  issues,  and  other  important  concerns  are  also  collected  and  dissemi- 
nated by  the  Women's  Resource  Center. 

African-An:''*  '  an  Women:  Two  Models,  In  1979,  the  National  Council 
of  Negro  Women  esuMished  a  Career  Exploration  Project  in  two  community 
areas  in  Montgomery  County,  Maryland.  It  was  designed  to  help  black  female 
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Students  in  the  county's  secondary  schools  set  career  goals  and  plan  realistically 
to  attain  these  goals  by  overcoming  the  barriers  of  sex  and  race. 

The  students  participated  in  the  weekly  two-hour  core  program,  visited  job 
sites,  listened  to  speakers  discuss  career  opportunities  in  various  fields,  and 
attended  social  functions.  The  students  and  their  parents  also  participated  in 
special  workshops  and  seminars,  some  of  which  were  open  to  the  public.  The 
curriculum,  as  well  as  all  programs  and  activities,  was  based  upon  four  objec- 
tives: career  exploration  and  awareness,  academic  skill  building,  social  and 
leadership  skills  development,  and  parent  involvement. 

The  Career  Exploration  Project  produced  two  handbooks,  which  explain 
how  to  develop  and  implement  a  community-based  career  project  and  provide  the 
curriculum  and  many  of  the  programs  and  activities  developed  in  the  pilot 
project. 

The  Women's  Institute  of  the  Southeast  of  the  Atlanta  University  Center 
initiated  a  Transitional  Black  Women's  Project  in  1 98 1 .  The  project  was  a  model 
program  for  improving  the  status  of  transitional  black  women  in  the  Southeastern 
region  of  the  United  States.  Transitional  black  women  were  identified  as  gener- 
ally poor,  undereducated  migrants  from  southern  rural  areas  to  urban  areas  of  the 
Southeast.  Educational  research,  human  relations  training,  occupational  counsel- 
ing and  training,  high  school  equivalency  training,  and  on-the-job  training  were 
provided  for  the  women  as  a  means  of  assistirj  them  in  obtaining  educational 
equity  and  the  subsequent  economic  and  social  improvements  that  usually  ac- 
company such  equity.  The  primary  goal  of  the  project  was  to  mount  a  sequential 
attack  on  two  problem  areas,  dysfunctional  images  and  inadequate  occupational 
skills. 

Human  relations  training  was  provided  for  employers  and  social  service 
representatives  who  interact  with  transitional  black  women,  and  both  human 
relations  and  occupational  training  were  provided  for  offspring  of  transitional 
women  as  a  means  of  arresting  the  generational  cycle  of  poor  images  and  inade- 
quate skills.  In  addition,  three  handbooks  and  a  research  report  were  developed, 

Hispanic-American  Women:  Two  Models,  The  New  Mexico  Commis- 
sion on  the  Status  of  Women  developed  the  Mature  Woman/Diverse  Cuhures 
Employment  Awareness/Urban/Rural  Project  as  a  model  for  assisting  the  entry 
and  reentry  of  mature  women  (aged  25-60)  into  the  work  force  by  providing  a 
course  on  employment  awareness.  An  instructor's  manual  in  English  and  Span- 
ish was  developed  and  tested.  Short  training  sessions  on  how  to  use  the  manual 
were  provided  for  instructors.  County  agricultural  extension  networks  were  used 
over  the  four-state  area  of  New  Mexico,  Utah,  Arizona,  and  Colorado  for  adopt- 
ing and  testing  the  manual  among  diverse  cultures  and  among  rural  and  urban 
women. 

The  Association  for  Cross-Cultural  Education  and  Social  Studies  (AC- 
CESS, Inc.)  designed,  planned,  and  conducted  a  three-week  residential  program 
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entitled  "The  Summer  Leadership  Institute"  in  1980-81.  By  using  a  formal 
curriculum  composed  of  four  learning  modules,  combined  with  counseling, 
hands-on  learning,  and  the  development  of  individualized  support  systems,  AC- 
CESS provided  motivation  and  skills  that  would  stimulate  women  to  enter  and 
complete  programs  in  higher  education  and  would  encourage  professional  and 
leadership  development  for  the  35  Hispanic  women,  aged  15-22,  who 
participated. 

SUMMARY  AND  RECOMMENDATIONS 


In  the  foregoing  discussion  on  achieving  sex  equity  in  education  for  minor- 
ity women,  we  attempted  to  illustrate  that  viewing  women  as  a  monolithic  group 
distorts  the  actual  differences  in  race,  culture,  class,  language,  economic  status, 
political  ideology,  educational  status,  and  social  status  between  minority  and 
majority  women,  and  among  the  various  subgroupings  of  minority  women. 

In  addition,  we  indicated  that  none  of  the  minority  groupings  addressed  in 
this  chapter — Asian- Americans,  African-Americans,  Hispanic-Americans,  and 
Native  Americans — is  a  homogeneous  subgroup.  The  variety  of  historical,  cul- 
tural, linguistic,  economic,  educational,  and  social  differences  within  each  sub- 
group is  significant.  Thus,  uncritical  acceptance  of  the  minority  monolith  is  also 
viewed  by  minority  women  as  detrimental  to  their  well-being.  Both  the  myth  of 
monolithic  women  and  the  myth  of  monolithic  minorities  should  be  exploded. 

What  this  implies  is  that  characteristics  that  differentiate  among  minority 
and  majority  women,  among  subgroupings  of  minority  women,  and  within  sub- 
groupings  of  minority  women  lead  to  differential  priorities  and  a  variety  of 
approaches  to  equity  problems. 

A  constant  theme  running  through  this  chapter  is  that  the  multidimensional 
nature  of  minority  women's  oppression  dictates  multidimensional  approaches  to 
obtaining  equity.  Forms  of  exploitation  based  on  race,  sex,  class,  and  culture  arc 
inextricably  interwoven  in  the  fabric  of  this  nation,  and  minority  women  who  are 
victims  of  all  of  these  forms  of  exploitation  must  conceptualize  theories  and 
strategies  that  embrace  the  various  dimensions  of  their  oppression.  Thus,  a 
niultidimensional  approach  to  achieving  sex  equity  in  education  is  a  logical, 
rational,  and  necessary  response  to  the  conditions  that  minority  women  face  in 
American  society. 

The  major  sex  equity  issues  that  were  identified  centered  around  dispelling 
myths  and  negative  images  that  make  it  difficult  to  conceive  and  implement 
policies  and  programs  to  meet  the  needs  of  minority  women.  The  uncritical 
utilization  of  a  unidimensional  approach  to  sex  equity  issues  was  also  viewed  as  a 
fundamental  problem  facing  minority  women  in  their  struggle  to  obtain  educa- 
tional equity. 

Based  on  an  analysis  of  the  strategies  and  programs  used  by  minority 
women  to  confront  and  resolve  equity  issues  identified  as  significant  to  them,  a 
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list  of  priorities  for  achieving  sex  equity  in  education  was  delineated.  It  includes 
(1)  developing  a  theoretical  and  empirical  context;  (2)  developing  a  data  base;  (3) 
improving  communication,  and  (4)  career  development.  These  priorities  will  be 
explicated  below,  and  the  recommendations  for  educational  change  emert..ng 
from  these  priorities  will  be  outlined. 

The  recommendations  will  be  listed  under  the  priority  area  that  is  most 
appropriate.  However,  it  should  be  noted  that  all  of  the  recommendations  are 
complementary,  and  categorizing  them  under  specific  priority  areas  is  not 
intended  to  assign  weights  to  them.  All  of  the  recommendations  are  designed  to 
achieve  greater  sensitivity  to  and  consciousness  of  the  nature  and  scope  of  the 
multidimensional  equity  problems  facing  minority  women,  and  to  indicate 
courses  of  action  that  are  likely  to  lead  to  both  immediate  and  long-range  benefits 
for  minority  women  and  for  society  as  a  whole.  The  recommendations  are  also 
designed  to  encourage  and  support  research  and  teaching  on  and  by  minority 
women,  as  well  as  to  promote  improvements  in  local,  state,  federal,  institutional, 
and  private  financing,  institutionalization,  and  implementation  of  programs  and 
policies  for  research  and  teaching  on  minority  women.  Ultimately,  it  is  hoped 
that  implementing  the  recommendations  will  aid  minority  women  in  achieving 
sex  equity  in  education  and  in  attaining  full  equity  in  all  dimensions  of  American 
life,  and  will  serve  as  a  basis  for  total  liberation  of  all  oppressed  persons. 

Recommendations 

A.  Contextual:  Recommendations  in  this  category  address  the  need  to 
place  sex  equity  in  education  in  a  theoretical  and  historical  context  that  reflects 
the  actual  conditions  of  minority  women.  They  include: 

1.  Development  of  a  national  task  force  on  the  status  of  minority  women  in 
American  society 

2.  Development  of  a  team  of  minority  women  to  monitor  and  evaluate  sex 
equity  programs  to  ensure  that  the  goals  and  content  of  the  programs  pro- 
mote nonsexist,  nonracist,  and  non-class-biased  activities  and  positions 

3.  Procurement  of  financial  and  technical  support  for  the  publication  of  mate- 
rials that  focus  on  the  history,  theory,  and  life  conditions  of  minority  women 

4.  Establishment  of  minority  women's  studies  programs  in  minority-controlled 
colleges  and  universities  in  the  United  States 

5.  Establishment  of  a  scholarship/fellowship  program  to  promote  research  on 
minority  women  by  minority  women 

B.  Development  of  a  Data  Base:  This  categoiy  of  recommendations  ad- 
dresses the  need  for  resource  materials  on  minority  women  and  the  need  for 
reliable  and  accessible  data  centers  on  minority  women.  It  includes: 

1.  Establishment  of  regional  minority  women's  educational  equity  resource 
centers 
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2.  Funding  for  th^  collection,  preservation,  and  organization  of  archival  mate- 
rials on  minority  women 

3.  Development  of  a  policy-oriented  or  applied  research  center  that  focuses  on 
issues  related  to  the  needs  of  minority  women 

C.  Communications:  The  recommendations  listed  under  this  category  of 
priorities  reflect  the  need  to  develop  informal  networks,  organizational  networks, 
and  formal  media  (both  electronic  and  print)  programs  to  promote  the  exchange 
of  information  and  ideas  and  to  serve  as  support  systems  and  resources  for 
improving  the  conditions  of  minority  women.  They  include: 

!•  Creation  of  a  minority  women's  communications  agency  for  projecting 
positive  images  of  minority  women  via  electronic  and  print  media  sources 

2,  Underwriting  of  a  scholarly  minority  women's  journal 

3,  Development  of  a  clearinghouse  or  cross-ethnic  network  to  facilitate  ex- 
changes between  and  among  ethnic  women's  networks  in  the  United  States 

D.  Career  Development:  Recommendations  in  this  category  focus  on  the 
need  to  provide  continuing  education  and  skills  development  programs  for  eco- 
nomically exploited  women.  The  need  for  caiver  counseling  and  training  for 
minority  girls  as  one  means  of  arresting  the  generational  cycle  of  unemployment, 
inadequate  skills,  and  economic  deprivation  among  minority  women  In  America 
is  also  reflected  in  this  set  of  recommendations.  They  include: 

1,  Establishment  of  nontraditional  job  training  programs  for  minority  women 
as  part  of  continuing  education  programs  in  minority  colleges  and 
universities 

2.  Recniitment  of  minority  women  faculty  and  students  in  science,  law,  medi- 
cine, and  engineering  nrograms  — — 

3,  Development  of  penunent  programs  that  provide  specialized  career  guid- 
ance and  counseling  to  minority  giris  in  the  public  schools  of  the  nation 

4.  Development  of  apprenticeship  and  on-the-job  training  model  centers  for 
minority  women  in  the  four  regions  of  the  nation 

5,  Development  of  materials,  textbook  and  teaching  units  that  provide 
positive  images  and  encouragement  to  minority  giris  in  the  public  schools 
and  undergraduate  colleges  of  America 

6.  Establishment  of  women's  studies  programs  that  focus  on  the  lives,  history, 
conditioas,  contributions,  and  needs  of  minority  women. 
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Gifted  Girls  and  Women 
in  Education 


Barbara  J.  A.  Gordon  and  Linda  Addison 


Equal  educational  opportunity  for  our  country's  gifted  and  talented  women  is  of 
utmost  importance.  The  major  issue  in  the  area  of  education  for  gifted  women 
has  always  been  the  potential  loss  for  society  if  these  persons  were  not  identified 
and  provided  the  opportunities  for  developing  their  abilities.  Kaley  (1971)  indi- 
cated that  unless  educators  change  their  perceptions  of  programs  for  gifted  wom- 
en, "society  will  continue  to  suffer  tremendous  loss  of  women  ^  potential 
contribution." 

In  addition  to  this  traditional  reason  for  identifying  and  appropriately  edu- 
cating gifted  females,  during  the  pa<^^  decade  another  compelling  reason  has 
gained  prominence.  Gifted  females  need  to  be  identified,  not  only  for  the  sake  of 
society,  but  for  their  own  benefit.  They  deserve  the  opportunity  to  develop  to 
their  fullest  potential  in  a  society  which  has  affirmed  via  the  passage  of  sex 
equity  laws  that  it  believes  in  equality  of  educational  opportunity. 

In  this  chapter,  we  shall  be  stressing  the  fact  that  gifted  women  have  made 
significant  educational  gains,  particularly  in  the  past  decade;  however,  we  shall 
also  demonstrate  that  in  the  areas  of  research,  curricular  resources,  and  training, 
further  work  is  needed.  Our  discussion  will  focus  on  four  issues:  the  definition  of 
giftedness  as  applied  to  girls  and  women;  the  identification  of  gifted  girls;  the 
adequacy  of  educational  intervention  programs,  counseling,  and  career  guidance; 
and  pre-  and  inservice  training  for  education  personnel  in  the  area  of  education 
for  the  gifted  female. 

During  the  1970s,  equity  for  girls  and  women  was  affirmed  as  a  priority  by 
the  passage  of  laws  such  as  Title  IX  of  the  Education  Amendments  of  1972,  the 
1976  Amendments  to  the  Vocational  Education  Act,  and  the  Women's  Educa- 
tional Equity  Act.  Other  education  legislation  passed  during  this  period  has  the 
potential  for  effecting  change  in  programs  for  the  gifted  female.  One  such  law  is 

The  authors  wish  to  express  their  appreeiation  to  Lynn  Fox  and  Ruth  D.  Handel,  who  shared  their 
research  on  gifted  women. 
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the  Gifted  and  Talented  Children's  Act  of  1978.  The  regulations  accompanying 
such  laws  do  not  contain  specific  provisions  regarding  treatment  of  the  gifted 
female.  Laws  tend  to  spur  people  to  action,  however,  and  because  of  them  some 
progress  has  been  made  in  the  area  of  educational  equality  and  advocacy  for  the 
gifted  female.  This  progress  probably  would  not  have  been  as  significant  without 
legislation  and,  in  seme  cases,  fiscal  appropriations  for  implementation.  For 
example,  funding  from  the  Women's  Educational  Equity  Act  enabled  Reming  to 
develop  Project  Choice  for  gifted  females  (1979),  and  monies  from  the  Gifted 
and  Talented  Children's  Act  have  funded  the  Equity  Institute's  Professional 
Development  Project  to  Encourage  the  Potential  of  the  Gifted  Girl  (Addison, 
1982). 

DEFINITIONS  OF  GIFTED  FEMALES 

Have  the  perceptions  of  giftedness  during  the  20th  century  helped  or  ham- 
pered society's  perception  of  the  gifted  female?  Are  we  on  the  way  to  a  more 
sophisticated  approach  to  defining  giftedness?  The  concept  of  giftedness  has 
expanded  greatly  over  the  past  century.  Giftedness  is  culturally  defined  by  \yhat 
is  valued  by  a  society,  so  the  increasing  complexity  of  society  is  reflected  in  our 
broadened  definition  of  gifts.  Around  the  turn  of  the  century,  the  literature  on  the 
gifted  tended  to  focus  on  the  hereditary  genius.  This  idea  of  a  genius  is  a  very 
limited  one  within  the  categories  of  giftedness.  The  modem-day  genius  would  be 
portrayed  as  a  short,  skinny  boy  with  thick  glasses,  glued  to  a  computer,  clumsy, 
unathletic,  a  loner,  and  socially  awkward.  The  original  research  on  geniuses  was 
done  with  men  of  eminence,  and  the  psychological  traits  depicted  for  this  group 
tended  to  reinforce  this  stereotypic  notion.  In  the  past,  the  idea  of  gifled  women 
was  extremely  limited,  since  few  women  had  attained  positions  of  eminence. 

Lewis  Terman's  study  of  genius  has  had  a  major  influence  on  the  definition 
of  giftedness  and  the  study  of  gifted  education  in  the  20th  century,  and  probably 
has  also  influenced  the  overall  societal  perception  of  women's  abilities.  As  a 
result  of  the  establishment  of  a  research  fellowship  for  the  study  of  gifted  chil- 
dren at  Stanford  University  in  1919,  Terman  completed  a  study  of  121  students 
with  iQs  "for  the  most  part  over  140  and  for  whom  considerable  supplementary 
data  had  been  secured"  (Terman,  1925,  p.  4).  Some  of  the  results  of  this  study 
arc  important  for  our  present  topic.  If  there  are  stereotypic  concepts  of  giftedness 
in  females,  and  if  research  validates  some  of  these  concepts,  even  though  they 
may  have  been  caused  by  bias,  they  tend  to  be  reinforced.  It  is  interesting  to  note 
that  Terman's  first  conclusion  was  that  "there  is  probably  a  somewhat  higher 
incidence  of  intellectual  superiority  among  boys  than  among  giris."  Further- 
more, he  stated:  "Heredity  is  superior.  Fifty  percent  of  the  fathers  belong  to  the 
professional  groups;  not  one  to  the  unskilled  group"  (Terman,  1925,  p.  4). 
Mothers  are  not  mentioned  in  these  conclusions. 

The  idea  of  sex  stereotyping  or  bias  in  education  was  not  considered  in 
eariy  investigations  of  gifted  students.  Heredity  was  all-encompassing;  therefore, 
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educational  intervention  was  not  considered.  It  is  important  to  note  that  earlier 
studies  of  genius  rarely  even  considered  women.  Terman  not  only  included 
women  but  also  to  some  extent  acknowledged  sex  differences.  However,  he 
continued  the  earlier  notion  that  differences  in  sex  ratios  could  be  explained  in 
terms  of  heredity;  environment  was  not  considered. 

In  1921 ,  Terman  initiated  his  Genetic  Studies  of  Genius,  This  was  a  longi- 
tudinal study  of  1 ,444  children  between  the  ages  of  2  and  1 3  who  scored  between 
130  and  200  on  the  Stanford-Binet  test;  median  IQs  tended  to  be  in  the  upper 
I40s  to  lower  150s.  Gifted  boys  in  this  study  outnumbered  gifted  girls  831 
(57.5%)  to  613  (42.5%).  Terman  addressed  this  sex  ratio  and  considered  such 
possibilities  as  biased  selection,  which  he  dismissed,  'it  is  possible  that  the 
method  of  selection  may  have  favored  the  boys,  although  in  view  of  the  fact  that 
nominations  on  the  basis  of  estimated  intelligence  were  in  the  vast  majority  of 
cases  made  by  women  teachers,  one  would  hardly  expect  this  to  be  the  case"  (p. 
50).  He  also  dismissed  the  fact  that  the  Stanford-Binet  test  was  possibly  more 
favorable  to  boys  than  girls  by  explaining  that  some  of  the  bias  was  due  to  the  sex 
ratio  in  families  of  the  gifted. 

At  the  time  the  material  on  sex  ratio  was  tabulated,  data  were  available  for  502 
of  the  total  578  families  which  produced  the  main  experimental  group  of  643 
children.  These  502  families  yielded  317  gifted  boys  and  274  gifted  girls.  .  .  . 
It  appears,  therefore,  that  the  fact  which  operates  to  give  an  excess  of  boys 
among  the  gifted  affects  no  less  strongly  the  siblings  of  the  gifted.  It  has  been 
suggested  that  superior  vigor  or  vitality  of  parents  favors  maleness  of  offspring, 
and  that  this  factor  might  at  the  same  time  exert  a  favorable  influence  upon  the 
nervous  structure  and  mental  development  of  the  offspring.  .  .  .  superior  vigor 
of  fathers  would  result  in  an  excess  of  male  births. 

However,  Terman 's  mental  test  data  bearing  on  sex  variability  were  so  inconsis- 
tent that  it  would  be  hard  to  say  which  way  the  weight  of  evidence  inclined. 
Terman  indicated,  "On  the  hypothesis  of  sex  difference  in  variability  one  would 
expect  to  find  the  highest  intelligence  scores  in  our  gifted  group  earned  by  boys. 
This  however,  is  not  the  case  in  all  groups.  In  the  main  experimental  group  the 
three  highest  IQs  were  earned  by  giris  ...  the  means  for  the  sexes  are  almost 
identical." 

Terman  concluded  his  section  on  sex  ratio  by  noting:  "The  true  cause  of 
the  sex  ratio  cannot  be  determined  from  our  data.  It  may  be  either  variability  or 
the  differential  death  rate  of  embryos.  Both  of  these  factors  may  be  involved  and 
possibly  others.  Biased  selection  due  to  the  method  of  nomination  and  testing  is 
probably  not  responsible."  It  must  be  added  that  Terman  should  be  given  credit 
for  considering  the  reasons  for  the  disproportionate  representation  of  giris  and 
boys  in  his  study;  in  many  studies  done  in  the  early  20th  century,  that  would  not 
have  been  considered  an  important  factor.  (In  addition,  although  one  rarely  sees 
the  fact  noted,  there  were  several  women  researchers  involved  in  this  study.) 
Terman  did  not,  however,  comment  on  the  racial  and  class  bias  of  his  sample: 
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most  of  the  subjects  were  white  and  middle  class.  Only  0.1%  were  black,  0.1% 
were  American  Indian,  and  0.6%  were  Japanese  (based  on  racial  origin  of 
grandparents). 

One  of  the  main  conclusions  from  the  earliest  phases  of  the  Genetic  Study 
of  Genius  was  that  the  subjects  presented  a  picture  of  all-around  better-adjusted 
individuals  than  was  previously  thought.  **His  results  disproved  the  folk  tales  in 
terms  of  averages,  with  the  gifted  surpassing  the  unselected  children  in  almost  all 
respects"  (Scars,  1979,  p.  76).  The  results  of  this  study  broadened  the  concep- 
tion of  giftedness  because  Temian  used  an  education  environment  rather  than 
taking  a  strictly  psychological  approach,  thus  allowing  the  consideration  of 
females. 

The  next  upsurge  of  interest  in  gifted  education  occurred  after  the  Soviet 
launching  of  Sputnik  in  1957.  This  event  created  a  national  crisis  of  confidence 
in  our  technological  expertise  and,  hence,  in  our  educational  system.  Now  it 
seemed  urgent  to  seek  out  the  brightest  and  educate  the^n — especially  those  with 
high  ability  in  science  and  mathematics,  thus  adding  a  new  dimension  to  the 
definition  of  gifted  and  talented.  This  new  dimension,  however,  seems  to  have 
been  applied  primarily  to  the  identification  of  gifted  males.  Project  Talent 
(Flanagan,  Shaycoft,  Richards,  &  Gaudy,  1971)  data  indicate  that  gifted  high 
school  women  did  not  choose  or  were  not  chosen  to  participate  in  these  pro- 
grams. For  example,  I2th-grade  female  participants'  choices  of  college  majors  in 
mathematics  and  science  were  low,  with  0.3%  choosing  engineering,  2.2% 
choosing  physical  science,  and  3.0%  choosing  mathematics.  This  is  compared  to 
12th-graJe  males'  choices  of  college  majors:  23.1%,  engineering;  8%,  physical 
science;  and  4.2%,  mathematics. 

The  mid-1960s  and  early  1970s  brought  a  concern  for  equity.  Many  of  the 
traditional  educational  assessment  instruments,  such  as  intelligence  and  achieve- 
ment tests,  came  under  fire  for  inadequately  and  unfairly  evaluating  the  abilities 
of  minority  and  disadvantaged  students.  This  movement  also  opened  up  the 
investigation  of  sex  bias  in  intelligence  tests,  the  same  notion  earlier  dismissed 
by  Terman.  These  instruments  had  been  the  primary  means  for  identifying  gifted 
students,  so  these  criticisms  provided  opportunities  to  broaden  attempts  to  prop- 
erly identify  gifted  giris  and  boys  in  all  racial  and  economic  groups.  This, 
coupled  with  an  additional  concern  about  strict  homogeneous  grouping  on  the 
basis  of  achievement  practiced  in  many  school  districts  (declared  illegal  in  some 
districts  by  the  courts,  for  example,  Hobson  v.  District  of  Columbia  Public 
Schools),  led  to  more  public  awareness  of  and  concern  for  the  gifted,  culminating 
in  a  congressionally  mandated  study.  Education  of  the  Gifted  and  Talented: 
Report  to  the  Congress  of  the  United  States  (Marland,  1972). 

The  central  theme  of  the  Marland  study  was  that  it  "confirmed  our  impres- 
sion of  inadequate  provisions  for  these  students  and  widespread  misunderstand- 
ing about  their  needs"  (p.  2).  One  of  the  major  outcomes  of  the  Marland  report 
was  the  development  of  a  broadened  definition  of  gifted  and  talented,  which 
subsequently  become  a  part  of  the  Gifted  and  Talented  Children's  Act.  "Gifted 
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and  talented  children  are  those  identified  by  professionally  qualified  persons, 
who  by  virtue  of  outstanding  abilities  are  capable  of  high  performance.  These  are 
children  who  require  differentiated  educational  programs  and/ or  services  beyond 
those  normally  provided  by  the  regular  school  program  in  order  to  realize  their 
contribution  to  self  and  society"  (p.  2).  Children  capable  of  high  performance 
included  those  with  demonstrated  achievement  and/or  potential  ability  in  any  of 
the  following  areas,  singly  or  in  combination:  general  intellectual  ability,  specif- 
ic academic  aptitude,  creative  or  productive  thinking,  leadership  ability,  the 
visual  and  performing  arts,  and  psychomotor  ability  (this  area  was  dropped  by 
the  1978  legislative  revision).  It  should  be  noted  that  this  report  did  not  specifi- 
cally address  the  treatment  of  gifted  girls. 

This  definition  has  major  implications  for  schools.  First,  it  recognizes  that 
giftedness  is  culturally  defined.  While  academic  ability  is  of  prime  importance  in 
the  schools,  other  talents  are  rewarded  by  society.  The  definition  gives  credence 
to  the  role  that  schools  could  play  in  providing  an  education  appropriate  to  all  of 
these  talent  areas,  thus  providing  more  avenues  for  women  to  demonstrate  talent 
and  establishing  a  rationale  for  sex  equity  emphasis  in  education.  Additionally, 
the  definition  points  out  that  the  gifted  should  be  identified  by  professionally 
qualified  individuals.  This  moves  identification  away  from  strict  reliance  on 
standardized  instruments  such  as  the  IQ  test,  thus  allowing  for  broadened,  more 
appropriate  identification  procedures,  which  should  help  single  out  gifted  girls. 
Taken  as  a  whole,  this  definition  has  had  a  significant  impact  on  the  expansion  of 
the  concept  of  giftedness  and  the  role  of  education  in  this  process,  ahhough 
research  findings  are  not  yet  available  on  its  effectiveness  in  identifying  gifted 
females.  However,  based  on  research  regarding  the  sex-differentiated  develop- 
ment of  creativity  and  motivation,  identification  procedures  such  as  those  recom- 
mended by  Renzulli  (1979)  should  be  examined  for  sex  equity.  Renzulli  has 
proposed,  as  a  result  of  reviewing  biographical  information  on  eminent  persons, 
that  there  are  three  determining  factors  in  giftedness:  above-average  ability, 
creativity,  and  task  commitment.  It  is  the  combination  or  intersection  of  these 
three  factors,  rather  than  the  possession  of  only  one,  which  makes  for  giftedness. 
Renzulli  also  states  that  these  three  components  could  be  brought  to  bear  on  any 
of  the  talent  areas,  thus  reinforcing  the  expanded  definition  that  appears  in  the 
Gifted  and  Talented  Children's  Act. 

These  contemporary  definitions  have  moved  the  concept  of  giftedness  far 
from  the  narrow  idea  of  the  genius.  However,  most  of  the  growth  in  research  and 
educational  programming  for  the  gifted  has  taken  place  in  the  areas  of  general 
intellectual  ability  or  specific  academic  aptitude,  and  this  emphasis  is  likely  to 
remain.  Reasons  for  this  concentration,  despite  attempts  to  broaden  the  definition 
of  giftedness,  include  public  attitudes  regarding  the  role  of  schools  and  difficulty 
in  identifying  other  types  of  giftedness.  Many  want  schools  to  help  learners 
develop  competencies  in  basic  academic  subjects  more  than  in  leadership  or 
creativity  in  the  visual  and  performing  arts.  For  this  reason,  the  intellectual  and 
academic  areas  are  the  foci  of  this  chapter,  ahhough  it  is  critical  to  note  that 
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identification  of  and  programming  for  students  in  creative  or  productive  think- 
ing, leadership,  and  the  visual  and  performing  arts  should  be  a  part  of  future 
research  agendas  if  the  needs  of  all  gifted  students  are  to  be  met. 

IDENTIFICATION  OF  GIFTED  STUDENTS 

Gifted  students  typically  are  identified  through  a  three-stage  process:  nomi- 
nation, screening,  and  placement.  Schools  aim  to  set  up  an  identification  process 
that  is  both  effective  and  efficient.  It  should  be  effective  in  the  sense  that  it 
selects  all  students  who  possess  high  ability  and  require  differentiated  educa- 
tional services;  it  should  be  efficient  to  the  extent  that  the  number  nominated  is 
close  to  the  number  placed,  since  the  identification  process  is  costly  in  terms  of 
money,  time,  and  people.  Both  concerns  have  implications  for  gifted  females. 

Nomination,  The  nomination  stage  of  the  identification  process  is  critical 
for  gifted  females  because  it  determines  which  students  will  be  selected  for 
apprq)riate  services.  Students  may  be  placed  in  the  pool  of  nominees  on  the  basis 
of  a  standardized  test  score  or,  more  frequently,  by  teacher  nomination.  While 
teacher  nomination  has  frequently  been  used,  the  method  has  been  examined 
critically  in  several  studies.  Earlier  researchers  cautioned  against  using  the  opin- 
ion of  teachers  because  they  tend  both  to  ovemominate  and  to  overlook.  Teach- 
ers tend  to  have  a  middle-class  point  of  view  that  may  cause  them  unconsciously 
to  favor  middle-class  students.  Thus,  teachers'  biased  notion  of  giftedness  may 
cause  the  nomination  process  to  be  unreliable. 

Often,  teacher  nomination  procedures  have  not  provided  the  teacher  with  a 
definition  of  giftedness,  thus  causing  teachers  to  rely  on  their  own  perceptions. 
Therefore,  Wilson  (1963)  hypothesized  that  classroom  teachers  could  effectively 
determine  who  the  gifted  students  were  if  some  training  were  given  regarding 
characteristics  gifted  children  exhibit  in  the  classroom;  however,  his  experimen- 
tal study  showed  that  such  training  did  not  increase  the  accuracy  with  which 
teachers  nominated  gifted  students.  Jacobs  (1971)  sought  to  investigate  further 
the  accuracy  of  teacher  nomination  of  gifted  students.  His  results  indicated  that 
teachers  tended  to  ovemominate  students  who  were  average  in  intelligence. 
Observers  found  that  these  students  were  verbally  adept  children  who  were  very 
cooperative  and  appeared  to  elicit  teacher  approval  by  their  actions.  This  would 
seem  to  support  one  frequent  criticism  of  teacher  nomination  of  gifted  students, 
which  centers  around  the  teacher's  misconception  that  the  gifted  student  is  the 
"good  lesson  learner"  or  "good  student"  (Gallagher,  1975). 

Taken  as  a  whole,  the  findings  on  teacher  nomination  seem  to  indicate  that 
teachers  consistently  overlook  half  of  the  gifted  students  while  ovemominating 
students  who  are  actually  of  average  ability.  While  the  research  on  teacher 
nomination  has  not  been  analyzed  according  to  sex,  some  implications  can  be 
drawn  by  considering  the  literature  in  light  of  research  on  gifted  girls.  Brophy 
and  Good  (1974)  indicated  that  teachers  tend  to  reward  students  who  exhibit 
appropriate  sex  role  characteristics.  For  girls  in  elementary  school,  appropriate 
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behavior  fits  with  the  "good  student''  image  of  conforming,  passive  behavior. 
These  are  the  students  the  teacher  is  likely  to  nominate  as  gifted.  However, 
research  on  the  personality  traits  of  gifted  girls  points  to  a  profile  that  might 
cause  the  teacher  to  overlook  many  gifted  girls.  The  gifted  girl  tends  to  have  a 
more  androgynous  personality  profile,  exhibiting  both  feminine  and  masculine 
characteristics.  She  also  displays  an  interest  in  many  nontraditional  areas  which 
are  considered  more  masculine-oriented  (Wolleat,  1979).  Therefore,  if  the  gifted 
giri  is  acting  on  her  abilities,  the  behaviors  she  displays  are  not  likely  to  fit  with 
the  teacher's  conception  of  the  ideal  student.  Reliance  on  teacher  nomination 
with  its  stereotypic  biases  may  be  preventing  the  identification  of  gifted  giris. 

Screening  and  Placement,  The  screening  process  of  the  identification 
procedure  has  been  broadened  to  include  multiple  assessment  procedures,  using 
a  variety  of  instruments  and  sources  of  information.  There  is  not  complete 
agreement  on  the  accuracy  of  these  muhiple  assessments,  some  of  which  may 
contribute  differentially  to  the  identification  of  gifted  giris  and  boys. 

One  element  of  muUiple  assessment  is  the  teacher  behavioral  rating  scale 
such  as  that  developed  by  Renzulli,  Hartman,  &  Callahan  (1981).  In  some  cases 
up  to  half  of  the  information  considered  for  placement  may  rely  on  teacher 
opinion.  As  research  on  teacher  nomination  indicates,  teacher  judgment  may  be 
biased  ar.d  unreliable.  To  the  extent  that  teacher  rating  is  a  part  of  the  screening 
procedure,  the  gifted  giri  who  displays  nonstercotypic  sex  role  behaviors  may  be 
placed  at  a  serious  disadvantage  in  the  identification  process. 

Other  components  of  the  screening  procedure  usually  include  standardized 
tests  related  to  intelligence,  achievement,  creativity,  or  critical  thinking,  depend- 
ing on  the  focus  of  the  program.  There  is  almost  no  research  on  sex  bias  and  the 
scores  of  gifted  giris  on  these  instruments.  It  may  be  theorized  that  bias  in  testing 
may  not  be  neariy  as  important  to  this  population  as  is  the  ineffectiveness  in 
measuring  ability  and  achievement  at  ihe  upper  extremes.  However,  extrapola- 
tion of  other  research  would  seem  to  indicate  that  there  is  a  need  to  explore  bias 
in  this  area  (see  chapter  10)  as  well  as  a  need  to  understand  the  meaning  of  IQ 
scores  in  light  of  the  differential  socialization  and  life  experiences  of  males  and 
females.  One  study  of  sex  differences  in  IQ  of  intellectually  gifted  students  found 
that  there  was  more  variability  in  IQ  in  adolescent  gifted  giris  than  boys,  with  a 
greater  number  of  giris  showing  a  decrease  over  time  in  IQ.  This  study  also 
found  that  gifted  girls'  grades  do  not  correlate  with  IQ,  thus  affecting  multiple 
assessment  procedures  that  include  grades  as  a  component  and  also  influencing 
teacher  ratings  (Hall,  1980). 

Placement  decisions  are  usually  made  by  a  school  committee  and  arc  based 
on  a  review  of  the  data  gathered.  While  some  school  districts  place  students  on 
the  basis  of  a  cut-off  score  obtained  from  the  multiple  assessment  procedures, 
there  is  also  room  for  consideration  of  individual  differences  and  needs.  Thus, 
final  placement  of  the  gifted  giri  usually  relics  on  scores  and/or  subjective 
opinion. 
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EDUCATIONAL  PROGRAMS  FOR  GIFTED  STUDENTS 

The  recent  upsurge  of  interest  in  the  education  of  the  gifted  has  resuhed  in 
a  variety  of  programs  for  these  students.  Kaplan  (1974)  has  classified  these  into 
three  major  categories:  enrichment,  acceleration^  and  guidance.  Little  research 
has  been  conducted  on  the  efficacy  of  the:?  models  for  gifted  students  in  general, 
and  there  is  even  less  information  available  on  the  appropriateness  these 
models  to  the  specific  needs  of  gifted  females.  In  this  section  we  shall  di. '^uss  the 
first  two  of  these  three  categories. 

Enrichment,  Enrichment  programs  are  the  most  common  model,  particu- 
larly at  the  elementary  level,  yet  there  is  little  resec'rch  m  the  effects  of  these 
part-time  programs.  One  specific  enrichment  model  calls  for  revolving  students 
into  a  special  class  where  they  may  work  toward  the  completion  of  an  advanced- 
level  product  (Reis  &  Renzulli,  1982).  A  study  of  sex  differences  found  that  a 
higher  proportion  of  females  took  part  than  males,  but  there  were  no  significant 
differences  in  the  quality  of  products  completed  by  males  and  females  (Reis, 
1981).  The  impact  of  enrichment  programs,  which  typically  nave  objectives 
related  to  developing  critical  thinking,  problem  solving,  creative  thinking,  self- 
concept,  and  research  and  product  development  skills,  remains  largely  uninvesti- 
gated with  regard  to  gifted  giris. 

Acceleration.  Most  of  the  research  on  sex  differences  in  programs  for  the 
gifted  has  focused  on  acceleration.  A  study  of  early  admission  to  school  (Birch, 
1981),  one  accelerative  option,  indicated  that  the  overwhelming  majority  of  the 
children  admitted  early  to  first  grade  were  making  satisfactory  school  adjust- 
ments in  all  areas:  academic,  social,  emotional,  and  physical.  It  is  important  to 
note  that  giris  outnumbered  boys  in  this  sample.  Fox  (1981)  stated  that  it  is 
unfortunate,  especially  for  giris,  that  there  is  not  a  focus  on  early  admission  to 
first  grade:  "Studies  from  twenty  or  more  years  ago  found  these  programs  were 
effective  in  promoting  achievement  of  both  boys  and  giris  and  more  giris  than 
boys  were  identified  for  them.  The  current  lack  of  special  academic  programs  for 
the  gifted  student  in  the  early  years  may  be  especially  problematic  for  giris 
because  gifted  boys  arc  more  likely  than  the  giris  to  move  ahead  in  school  on 
their  own  in  the  high  school  years"  (p.  10). 

Recent  studies  of  willingness  of  giris  to  participate  in  accelerative  oppor- 
tunities present  a  mixed  picture,  especially  in  the  junior  and  senior  high  school 
years.  Fox  (1981),  reporting  on  the  Study  of  Mathematically  Precocious  Youth 
(SMPY)  at  the  Johns  Hopkins  University,  noted  that  far  more  boys  than  giris 
have  participated  in  this  study,  although  in  the  verbal  programs  for  the  gifted  at 
Hopkins,  especially  in  the  writing  seminars,  giris  have  outnumbered  boys.  Fox 
pointed  out,  however,  that  even  though  giris  are  still  significantly  outnumbered 
by  boys,  changes  have  occurred  in  the  attitudes  of  and  benefits  for  giris  in  the 
SMPY  program. 

Although  efforts  to  help  mathematically  gifted  students  in  the  early  1970.S  at  the 
Johns  Hopkins  University  were  more  successful  with  boys  than  girls,  a  recent 
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Study  of  the  impact  of  special  programs  for  mathematically  gifted  students  upon 
the  mathematical  interests  and  achievements  of  girls  found  two  encouraging 
results.  First,  the  attitudes  of  gifted  seventh  grade  girls  in  1978  were  more 
positive  and  more  similar  to  those  of  gifted  boys  with  respect  to  course-taking 
and  acceleration  than  were  the  attitudes  and  behaviors  of  gifted  girls  who  were 
seventh  graders  in  1973.  Second,  girls  who  had  access  to  special  programs 
seemed  to  reap  some  benefits  from  those  experiences.  Girls  who  participated  in 
accelerated  programs  in  their  school  systems  achieved  as  well  as  the  boys  m 
terms  of  test  performance  and  were  expecting  to  accelerate  their  study  of 
mathematics  as  much  as  were  the  boys.  Girls  who  participated  in  programs  in 
which  exposure  to  female  role  models  was  a  key  component  had  higher 
educational  aspirations  and  greater  career  CDmmitments  than  did  girls  in 
programs  without  such  a  component  or  girls  who  did  not  participate  in  any 
special  program,  (p.  10) 

Although  separate  schools  or  self-contained  programs  within  schools  for 
gifted  high  school  students  seem  to  be  on  the  increase,  educational  programming 
for  senior  high  gifted  students  most  often  takes  the  form  of  advanced  courses 
which  are  either  enriched  or  presented  earlier  than  the  normal  sequence  (for 
example,  algebra  in  the  eighth  grade  rather  than  the  ninth).  This  is  a  form  of 
selectcTd  acceleration,  and  it  moves  students  toward  courses  during  the  last  one  or 
two  years  of  high  school  which  can  be  applied  toward  college  credit.  The  Educa- 
tional Testing  Service  administers  a  program  of  Advanced  Placement  (AP)  ex- 
aminations once  per  year.  The  scores  students  receive  on  these  examinations 
determine  whether  or  not  college  credit  will  be  granted  and  also  determines  the 
amount  of  credit  in  many  cases.  The  College  Entrance  Examination  Board 
(CEEB)  does  not  have  separate  median  scores  for  females  and  males  for  these 
tests;  however,  the  CEEB  does  keen  data  on  numbers  taking  the  examination,  by 
sex.  For  example,  table  12  shows  that  even  though  females  were  still  underrepre- 
sented  in  AP  exams  in  mathematics  and  physics  in  1982,  the  change  in  their 
representation  from  1971  to  1982  was  positive  (CEEB,  1982).  Note  that  the 
overall  participation  rate  for  students  taking  calculus  AB  and  EC  increased 
approximately  220%,  whereas  female  participation  increased  over  ^00%.  The 
trend  was  the  same  in  chemistry.  In  physics,  where  females  made  up  only  8.3% 
of  those  taking  the  test  in  1^71 ,  there  was  a  659%  increase.  Despite  this  dramatic 
change,  females  still  made  up  less  than  15%  of  those  taking  the  physics  AP 
examinations. 

Did  the  incidence  of  male-female  AP  test  taking  change  in  other  subject 
areas?  In  the  1982  AP  English  examinations,  the  total  of  7,463  students  who  took 
the  language  and  composition  tests  consisted  of  44.4%  males  and  55.6% 
females.  In  the  composition  and  literature  English  AP,  41.5%  were  males  and 
58.5%  were  females.  The  divergence  overall  was  not  nearly  as  great  as  in  the 
mathematics  and  science  areas. 

Male-female  differences  in  scores  on  the  Scholastic  Aptitude  Test  (SAT) 
remained  relatively  constant  between  1973  and  1981.  Median  scores  on  the 


Table  12.  Participation,  by  Sex,  in  Advanced  Placement  Examinations  Administered  through  the  College  Entrance  Examination  Board 
(Mathematics  and  Science) 


Participation.  1971  Participation.  1982 


Female  Male  Total  Female  Male  Total 


Advanced  Placement  Test 

No. 

% 

No. 

% 

No. 

% 

No. 

% 

No. 

% 

No. 

% 

Calculus  AB 

2613 

24.7 

7979 

75.3 

10592 

100 

9302 

39 

14523 

61 

23825 

100 

Calculus  BC 

731 

17.3 

3483 

82.7 

4214 

100 

2303 

28.5 

5790 

72.5 

8093 

100 

Chemistry 

594 

14.8 

341! 

85.2 

4005 

100 

2532 

26.7 

6944 

73.3 

9476 

100 

Physics  B 

84 

8.3 

931 

91.7 

1015 

100 

554 

21,2 

2063 

78.8 

2617 

100 

Physics  C  (197 1) 

61 

6.9 

825 

93.1 

886 

100 

Not  administered  in 

1982 

1982:  Physics  C  (Mechanics) 

Not  administered  in 

1971 

361 

14.9 

2055 

85.1 

2416 

ICO 

Physics  C  (Elect.  &  Magnet.) 

Not  administered  in  1971 

256 

14.5 

1515 

85.5 

1771 

100 

Source:  College  Entrance  Examination  Board  (1971  and  1982). 
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verbal  subtest  were  relatively  similar,  but  the  median  score  on  the  mathematics 
subtest  for  males  tended  to  be  approximately  50  points  higher  than  that  for 
females.  What  occuiTed  at  the  higher  score  intervals,  where  we  can  infer  that 
gifted  students  would  achieve?  Table  13  indicates  percentages  of  males  and 
females  in  the  600  to  699  and  the  700  to  800  score  intervals.  The  incidence  for 
males  and  females  at  700  and  above  on  the  verbal  subtest  was  the  same  and 
remained  constant  through  the  8-year  period.  At  the  600  to  699  interval,  there 
was  a  slight  downward  trend  in  the  percentage  of  students  scoring  at  that  level, 
but  a  fairly  constant  0  to  2%  difference  between  male  and  female  incidence, 
favoring  the  males,  remained.  In  the  upper  interv  Us  of  the  mathematics  test,  the 
incidence  of  males  was  consistently  higher  in  both  the  700  to  800  and  the  600  to 
699  categories.  In  the  600  to  699  category,  there  were  consistently  7  to  8%  fewer 
females  than  males.  Does  this  difference  end  in  high  school?  The  results  of  the 
Graduate  Record  Examination  shown  in  table  14  indicate  that  the  gap  between 
males  and  females  in  the  quantitative  area  widened  and  from  1978  to  1981  was  a 
fairly  consistent  77  to  79  points  lower  for  females.  Verbal  median  scores  for 
males  and  females  were  fairly  constant  and  similar  (there  was  only  a  two-point 
difference  in  favor  of  females).  A  relatively  common  cut-off  score  for  admittance 
to  many  graduate  programs  is  a  combined  GRE  score  of  1000,  and  financial  aid 
is  oftfetf  partially  based  on  graduate  admissions  test  scores.  The  lower  scores  for 
wonien  in  the  quantitative  area  conceivably  could  make  the  difference  between 
being  admitted  or  not  admitted  to  a  graduate  program.  If  we  theorize  that  many 
of  the  persons  who  pursue  graduate  work  are  gifted,  then  we  can  imagine  the 
handicap  that  lack  of  a  quantitative  background  is  for  women. 

How  can  educators  best  work  with  gifted  females  to  motivate  them  in  the 
areas  of  mathematics  and  physical  science?  Casserly  (1979)  compared  school 
systems  that  were  successful  in  getting  girls  to  participate  in  advanced  placement 
mathematics  and  science  courses  to  those  schools  having  relatively  few  twirls 
participating.  She  made  the  following  recommendations  based  on  the 
differences: 

1.  Schools  should  be  encouraged  to  offer  AP  courses  in  mathematics,  chem- 
istry, and  physics,  and  girls  should  be  actively  sought  out.  Recruitment 
strategies  should  be  deliberately  thought  through  and  begun  at  the  junior 
high  level. 

2,  Teachers  of  the  AP  courses  should  be  used  in  recruitment  efforts. 

3,  Schools  should  encourage  and  enable  AP  teachers  to  obtain  appropriate 
materials  for  conducting  college  and  career  counseling  within  these  courses, 
including  information  on  financial,  academic,  and  professional  oppor- 
tunities open  to  women. 

4.  Counselors  should  become  sensitized  to  their  own  attitudes  toward  mathe- 
matics and  the  physical  sciences  and  toward  professional  women  in  these 
fields,  and  should  recognize  their  responsibility  for  keeping  options  open  for 
students  and  encouraging  enrollment  of  all  eligible  girls. 
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Table  13,  Scholastic  Aptitude  Test  Score  Incidence  Over  600  for  Males  and 
Females,  1973-1981 


1973      1974      1975     1976     1977     1978     1979     1980  1981 
Year                   

Scorc     MFM  FMFMFMFMFMFMFMF 

Verbal:  Percentage  in  Interval 

P  700-800     1    1     I     I     I    I     I    I     I    I     I    I     I    I     I    I     I  I 

j§:  600-699     98987677777   6     7   6  7676 

H  Mathematics:  Percentage  in  Interval 

B  700-800  4I6I61616I6I6I4I4I 

■  600-699    17   9    17    10    16   9    17   9    16   9    16   9    J6   8    16   9    16  8 

H  Source:  College  Entrance  Exumination  Board  (1982), 

H  5.   Girls  from  AP  classes  or  girls  who  have  taken  these  courses  should  be 

M  invited  to  participate  in  science  or  mathematics  demonstrations  and  discus- 

■  sions  with  younger  girls  as  a  way  to  recruit  students. 

H  While  AP  courses  arc  not  designed  specifically  for  gifted  students,  they  arc 

H  very  often  the  only  programming  option  available  for  the  gifted  at  the  secondary 

H  level.  They  also  serve  to  condense  the  amount  of  time  the  student  will  need  to 

H  spend  on  basic  subjects  in  college.  Gifted  girls  should  be  cncourap^  ke 

B  advantage  of  these  courses  as  a  way  both  to  accelerate  their  st'  to 

H  provide  time  for  broadening  their  knowledge. 

■  Other  programs  to  help  gifted  females  participate  more  fully  in  and  excel  in 
H  courses  such  as  mathematics  and  physical  sciences  are  described  in  chapter  13. 
I  Although  these  programs  are  not  specifically  for  gifted  females,  they  have  man> 

■  segments  that  can  be  replicated  or  adapted  for  their  use.  In  addition,  the  research 
m  by  Brody  and  Fox  (1980)  on  gifted  girls  in  the  Johns  Hopkins  SMPY  program  is 

■  current,  longitudinal,  and  readily  available.  Since  it  is  a  unique  program  for  the 

■  gifted,  results  need  to  be  evaluated  for  inclusion  into  policies  and  programs  on 
I  the  local  school  level.  Shorter-term  programs  such  as  Maih  for  Gifted  Girls 
I  (Cook,  1980),  which  was  designed  **to  increase  gifted  girls'  awareness  of  the 
I  usefulness  of  mathematics  in  relation  to  career  choice,  ...  to  increase  gifted 
H  girls*  confidence  in  their  ability  to  do  mathematics,  and  to  increase  their  mathe- 
I  matics  ability,**  present  possibilities  for  intervening  in  curricula. 

I  Skipping  grades  is  not  as  viable  an  option  today  as  it  was  several  decades 

■  ago,  even  though  reviews  of  research  on  acceleration  indicate  that  there  were  no 
I  sex  differences  in  the  results  and  that  acceleration,  on  the  whole,  produced 
I  beneficial  results  (Flesher  &  Pressey,  1955).  Given  general  reluctance  to  permit 
I  grade  skipping  and  the  reluctance  of  girls  (particularly  in  adolescence)  to  acceler- 
I  ate  even  within  subject  areas,  the  appropriateness  of  this  programming  option  for 
I  girls  should  be  reexamined  and  gifted  girls  should  be  encouraged  to  move  ahead. 
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Table  14.   Graduate  Record  Examination  Mean  Score  by  Sex.  l978/79-«l980/8l* 


Graduate 
Record 
Examination 
subtest 

Mean  score*  female 

Mean  score,  mate 

1978/79 

1979/80 

1980/8! 

1978/79 

1979/80 

1980/8! 

Total  taking  test 

114,558 

112,218 

109,125 

102.580 

97J82 

92J!7 

Verbal 

489 

488 

486 

487 

486 

484 

Quantitative 

478 

480 

484 

555 

558 

563 

♦Based  on  data  from  Wild  (1980,  1981)  and  Goodison  (1982). 


Brandt  (1981)  quoted  Stanley  in  an  interview  in  which  he  cited  examples  of 
students  from  the  Johns  Hopkins  SMPY  program  who  were  radically  acceleiated 
and  indicated  that  it  is  necessary  for  the  good  of  the  individual  and  the  country  to 
have  these  students  complete  formal  schooling  as  soon  as  possible  in  order  that 
they  put  their  exceptional  talent  to  work:  "The  average  age  of  the  Ph.D.  recip- 
ients in  science  or  mathematics  in  this  country  is  30.  Most  have  been  attending 
school  all  that  time— 25  years  or  so.  That  is  much  too  long;  it  prolongs  the 
training  period  unnecessarily  and  it  is  a  tragic  waste  of  a  rare  national  re- 
source. ...  at  least  half  the  young  people  we  identify  will  get  Ph.D.'s  from 
excellent  universities  by  the  time  they're  in  their  early  twenties,  or  even  their 
teens"  (p.  101).  Research  on  the  effects  of  role  models  on  gifted  girls  also  has 
implications  for  programs  such  as  independent  study  or  intemships/mentorships. 
For  example.  Stake  and  Granger  (1978),  who  did  not  specifically  use  a  gifted 
student  sample,  found  that  same-sex  teachers  had  a  powerful  effect  in  both 
encouraging  and  discouraging  commitment  to  a  career  in  science.  A  correlation 
was  found  between  greater  career  commitment  and  same-sex  teachers  only  for 
students  who  had  had  large  amounts  of  individual  teacher  contact  through  project 
work  and  who  wanted  to  emulate  the  teacher.  Fox  and  Richmond  (1979)  also 
emphasized  the  importance  of  contact  with  a  fen.ale  role  model  for  sustaining 
nontraditional  interests  in  mathematically  gifted  adolescent  girls.  Callahan 
(1979)  pointed  out  the  need  for  more  research  on  mentorships,  particularly  with 
regard  to  the  sex  of  the  mentor.  Studies  on  the  effect  of  sex  of  teacher  on 
achievement  of  students  are  inconclusive  (Brophy  and  Good,  1974),  making  it 
impossible  to  draw  conclusions  with  regard  lo  possible  effects  on  the  appropri- 
ateness of  independent  study  or  intemships/mentorships  for  development  of 
potential  in  gifted  giris. 

CAREER  EDUCATION  AND  GUIDANCE 
OF  THE  GIFTED  GIRL 

Since  Worid  War  II,  guidance  and  career  education  have  been  used  to  help 
students  plan  their  educational  and  occupational  goals.  In  its  eariy  stages,  guid- 
ance was  mainly  vocational.  Its  goals  were  broadened  in  the  ensuing  decades  to 
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include  an  emphasis  on  educational  and  personal-social  components.  Rarely  was 
the  counseling  of  young  girls  and  women  a  separate  topic  in  either  courses  or 
textbooks  for  counselors.  When  the  topic  was  included,  it  was  full  of  bias  and 
stereotypes  as  well  as  the  overt  acceptance  of  discrimination.  Counseling  Adoles- 
cents (Hamrin  &  Paulson,  195 1)  was  a  popular  text  used  in  counselor  training.  It 
contained  a  section  on  "Girls'  Special  Problems,"  which  perhaps  can  serve  as  a 
partial  explanation  of  why  even  gifted  girls  did  not  bother  to  take  career  planning 
seriously. 

Most  gir?'  who  wish  to  make  homcmaking  their  career  do  not  go  directly  from 
school  into  that  vocation;  they  must  find  some  other  employment  for  the 
interval.  Often  girls  take  any  kind  of  job,  thinking  of  it  merely  as  a  stopgap 
between  school  and  the  altar.  Others  make  actual  vocational  plans  in  spite  of  the 
fact  that  their  true  interests  lie  in  homcmaking  rather  than  in  business  or  the 
professions.  Frequently  this  deep  interest  is  not  expressed  because  most  girls  arc 
reluctant  to  voice  their  true  desires.  For  some  reason,  if  a  girl  does  voice  the 
desire  to  marry  and  then  fails  to  do  so,  she  is  apt  to  feci  great  chagrin. 

...  In  spite  of  the  fact  that  most  girls,  whether  they  marry  or  not,  eventually 
become  homemakcrs,  much  of  the  effor  made  to  prepare  them  for  vocations  is 
expended  in  training  them  to  be  secretaries  and  teachers  rather  than  to  be 
homemakers.  This  makes  a  vocattonal  choice  more  difficult  for  those  girls  who 
prefer  homcmaking  to  working  outside  the  home.  They  must  choose  their 
vocations  without  much  help  and  without  acknowledging  their  real  desires. 

The  girls  who  genuinely  desire  to  make  careers  for  themselves  outside  the 
home  must  be  prepared  to  enter  a  work  world  which  is  dominated  by  men. 
While  they  must  be  ready  to  do  the  work  often  done  by  men,  in  many 
businesses  at  present  they  must  be  willing  to  accept  sex  discrimination  in  salary, 
position,  and  advancement,  (pp.  51-52) 

Since  the  1950s,  when  that  text  was  popular,  more  women  have  entered  fields 
nontraditional  for  their  sex  and  an  increased  percentage  have  pursued  advanced 
graduate  work  (see  table  15),  especially  since  the  1950s.  Along  with  these 
changes,  counselor  education  and  texts  have  changed.  More  attention  has  been 
focused  on  the  counseling  needs  of  the  gifted  female  in  the  past  decade.  This 
represents  an  earnest  effort  to  recognize  that  gifted  students  can  benefit  from 
counseling  just  as  can  the  regular  student.  "It  also  recognizes  that  counselors 
may  need  preservice  and  inservice  training  to  be  able  to  play  a  central  role  in 
schools  to  ensure  that  attitudes  of  teachers,  administrators,  parents,  students — 
and  indeed  counselors  themselves — grow  to  eliminate  sexism  in  schools  for 
gifted  students"  (Colangelo  &  Zaffrann,  1979).  Studies  in  the  area  of  career 
education  and  guidance  of  females  can  be  divided  into  those  concerning  special 
counseling  needs  of  women  and  giris  (see  chapter  18)  and  those  specifically 
concerning  the  guidance  of  the  gifted  woman  student.  Fox  and  Richmond  (1979) 
indicated  that  counselors  must  turn  to  research  in  order  to  meet  the  needs  of 
gifted  young  women.  In  discussing  the  results  of  the  Intellectually  Gifted  Child 
Study  Group  at  the  Johns  Hopkins  University,  they  noted  three  major  factors 
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Table  15*   Number  and  Percentage  of  Doctoral  Degrees  Granted  to  Women,  by  Field  and  Decade,  1920-1981 


Decade 


1920- 

-29 

1930- 



No. 

•39 



% 

1940- 

-49 

1950- 

-59 

1960- 

-69 

1970- 

-79 

1980- 

-81 

1920- 

-81 

No. 

% 

No. 

% 

No. 

No. 

No. 

% 

No. 

% 

No. 

% 

Physical 

247 

7.6 

442 

6.6 

406 

5.0 

685 

3.7 

1,577 

4.6 

3.946 

8.2 

1,004 

12.1 

8,805 

6.8 

Sci- 

ences 

Math 

51 

14..5 

115 

14.8 

89 

10.7 

113 

5.0 

364 

5.7 

1,092 

10.1 

207 

14,1 

2,031 

8.9 

Physics  & 

39 

5.9 

51 

3.8 

62 

4.2 

98 

2.0 

213 

2.2 

532 

3.9 

140 

7.0 

1,135 

3.4 

Astron- 

omy 

Chemistry 

141 

7.3 

254 

6.4 

223 

4.2 

443 

4.4 

931 

6.4 

1,888 

10.4 

490 

15,6 

4,370 

7.6 

Earth  & 

16 

4.8 

22 

3.5 

32 

5.7 

31 

1.9 

69 

2.0 

348 

5.8 

120 

9.9 

638 

4.6 

En- 

viron. 

Sci- 

ences 

Computer 

38 

11.5 

47 

10,4 

85 

10.9 

Sci- 

ences 

Engi- 

2 

.9 

6 

.7 

7 

.5 

20 

.3 

77 

A 

424 

1.4 

189 

3.8 

725 

1.1 

neering 

{conttnued) 
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Tabic  15.  (Continued) 


Decade 


1920-29 

-yjy 

1  mn 
1970- 

-79 

1980- 

•81 

1920- 

■81 

No. 

7o 

INO. 

CT 

yo 

No. 

Vo 

No. 

Cf 

No. 

% 

No. 

% 

No. 

% 

No. 

% 

Life  Sei- 

378 

15.9 

765 

15.1 

738 

12.7 

1,318 

9.1 

3,078 

11.6 

8,921 

18.1 

2.785 

25.8 

17,978 

15.8 

ences 

Biological 

341 

19.5 

698 

17.8 

699 

15.7 

M74 

11.8 

2,739 

15.1 

7.068 

21.6 

1,941 

28.5 

14,660 

18.9 

Agricul- 

8 

2.2 

11 

1.6 

5 

.6 

36 

1.1 

80 

1.4 

496 

5.0 

256 

11.5 

892 

3,6 

tural 

Medical 

29 

10.9 

56 

12.4 

34 

6.9 

108 

8.1 

259 

9.5 

1.303 

21.2 

588 

33.5 

2,377 

18.1 

Social 

325 

17.1 

562 

15.8 

580 

14.5 

U510 

11.0 

3.604 

14.3 

14.641 

24.5 

4,480 

35.1 

24,287 

'?n  1 

^U.  1 

Sci- 

ences 

Anthropol- 

22.2 

28 

22.4 

22 

15.2 

90 

19.3 

218 

21.5 

1,450 

42.6 

326 

44.2 

2,142 

36.1 

ogy 

Sociology 

32 

15.4 

89 

19.9 

99 

17.2 

221 

14.2 

442 

17.5 

!.808 

28.9 

473 

39.3 

3,164 

24.6 

Economics 

52 

8.5 

71 

6.4 

83 

7.1 

125 

4.2 

245 

4.6 

734 

8.8 

201 

12.9 

1,512 

7.1 

rOl.  oCl. 

26 

0  n 

Q  ^ 
O.J 

AC 

45 

T  O 

7.0 

87 

5,4 

257 

8.2 

1,043 

14.8 

257 

20.7 

1,787 

12.3 

&  Pub. 

Adm. 

Psychol- 

189 

29.4 

290 

26.0 

302 

24.1 

911 

14.8 

2.264 

20.7 

8.361 

32.2 

2,782 

43.1 

15.099 

28.7 

ogy 

Arts  & 

619 

25.7 

1,291 

24.5 

M82 

22.9 

1,758 

15.5 

4,423 

19.5 

14,625 

31.4 

3,075 

40.4 

26,973 

27.5 

Huimn- 

ERIC 

History  143    21.6      277    19.3      237    16.6  327    10.4       638    11.3      1,662    15.9       570    33.7      2,276  9.2 

Eng.  &  159    30.8      385    28.4      385    26.8  548    17.8      1,515    23.9     4,669    38.9        920    47.5       8,650  32.4 

Am. 

Lit. 

Modem  101    29.8      287    27.0      284    29.2  396    22.9      1.032    31.2     3,336    46.8        571    61.3      4,994  32.3 
Foreign 
Lang. 

Profes-  38     6.9       78     7.7      113     9.6  249     9.2       798    12.3     2,387    16.9       799    29.2      4,462  15.5 
sional 
Fields 

Business  —      —          2     I.O        14     6.3  32     3.4         77     2.6       355     5,0        181     14.4         661  5.1 
Admin. 

Law.  Ju-  9     3.9        14     4.7         7     6.3  14     4.7          6     2.2         15     5.4  2     4.1  67  1.5 

rispru- 
dence 

Library  —      —          8    33.3        15    34.1  18    28.6         43    27.0       233    40.7         76    59.8         393  39.7 
Sci- 
ences 

Social  —      —          1    50.0         3    50.0  26    41.3        180    36.7       506    88.3        191    -19.4         907  39.7 
Work 

Education  209    18.1      615    19.7    1,086    22.8  2,431     18.0     5,367    19.5    21,258    30.2     6.909    45.9     37,875  27.9 

Total  1,826  15.3  3,784  14.8  4,115  13.5  7,972  9.9  18,964  11.7  66,269  20.7  19,259  30.9  122,199  17.7 
All 

Fields 

Source,  Doctorate  Records  file.  Office  of  Science  and  Engineering  Personnel,  National  Research  Council,  National  Academy  of  Sciences.  Washington.  DC  (1982). 
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related  to  sex  differences  in  the  achievement  of  these  gifted  students,  particularly 
in  the  area  of  mathematics:  differential  career  interests  and  expectations,  encour- 
agement from  significant  others,  and  early  identification  of  gifted  students.  Each 
of  these  factors  has  implications  for  sound  counseling  practices.  To  substantiate 
these  factors.  Fox  and  Richmond  cite  the  Fox,  Pasternak,  and  Peiser  (1976) 
study,  which,  using  the  Strong-Campbell  Interest  Inventory,  found  that  gifted 
females  showed  much  stronger  interest  in  mathematics  and  science  than  a  ran- 
dom sample  of  males  and  female  adolescents,  but  lower  interest  than  gifted  male 
students.  The  importance  of  the  significant  other  in  influencing  the  gifted  female 
student  to  take  mathematics  courses,  to  remain  in  these  courses,  and  to  choose 
careers  in  which  they  can  apply  these  subjects  is  prominent  in  studies  by  Astin, 
Casserly,  Earnest,  and  Helson. 

New  Voices  in  Counseling  the  Gifted,  edited  by  Colangelo  and  Zaffrann 
(1979),  contains  a  major  section  on  counseling  gifted  females.  Besides  brief 
summaries  of  the  research  in  the  area,  there  are  strategies  that  can  assist  coun- 
selors in  their  work  with  the  gifted.  Wolleat  presents  research  on  sex  role  ster- 
eotyping, the  career  development  process,  and  gifted  females;  Casserly  provides 
research  and  strategies  on  career  education  for  the  gifted  female;  Rodenstein  and 
Glickauf-Hughes  discuss  their  research  findings  about  the  factors  that  influence 
gifted  women  to  become  homemakers,  to  choose  careers,  or  to  combine  the  two, 
and  the  implications  of  their  research  for  counseling;  and  Bruch  discusses  the 
model  she  has  devised  to  assist  counselors  in  understanding  the  counseling  needs 
of  the  creatively  gifted  woman.  Project  Choice  (Fleming,  1979)  is  a  career 
development  program  designed  especially  for  the  talented  adolescent  female. 
This  14-session  diagnostic-prescriptive  program  was  funded  by  WEEA.  Project 
Choice  was  designed  to  "broaden  the  career  options  of  talented  intellectual 
adolescent  women  through  identifying  those  personal  and  cultural  barriers  that 
may  interfere  with  the  realization  of  their  great  potential  and  then  engaging  these 
students  in  activities  designed  to  overcome  the  particular  impediments  to  fulfill- 
ment" (p.  3).  One  of  the  major  problems  with  this  program  is  its  length.  It  may 
be  difficult  for  a  secondary  school  counselor  to  work  a  14-scssion  career  program 
for  talented  female  adolescents  into  a  fixed  secondary  school  schedule.  Many 
schools  could,  however,  integrate  or  adapt  part  of  Project  Choice  into  an  existing 
group  guidance  program,  an  extracurricular  activity,  or  an  existing,  related  class. 

TEACHER  TRAINING 

The  teacher  who  interacts  with  the  gifted  giri  is  an  important  element  in  the 
success  of  educational  efforts.  Renzulli  (1981)  surveyed  21  experts  in  an  attempt 
to  identify  the  key  features  of  successful  programs  for  the  gifted.  According  to 
the  ratings  of  these  experts,  the  selection  and  training  of  the  teacher  was  the  most 
important  feature  of  a  successful  program,  followed  by  the  curriculum  designed 
for  these  students.  Yet  there  is  some  evidence  in  both  the  general  teacher  educa- 
tion literature  and  the  research  on  gifted  students  that  there  may  be  sex  dif- 
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ferences  in  teachers'  interactions  with  gifted  students.  An  early  study  on  class- 
room interactions  was  conducted  by  Gallagher,  Aschner,  and  Jenne  (1967).  The 
study  sought  to  determine,  among  other  things,  whether  there  was  a  significant 
relationship  between  the  teacher's  cognitive  performance  and  variation  in  stu- 
dents' thought  processes  as  assessed  by  Guilford's  Structure  of  Intellect,  and 
whether  there  were  significant  differences  among  various  subgroups  of  gifted 
students.  They  found  that  there  was  a  close  relationship  between  the  type  of 
teacher  questions  asked  and  the  pattern  of  thought  expression  observed  in  student 
responses.  This  relationship  existed  across  a  wide  range  of  secondary  subject 
areas  and  teachers.  Sex  differences  were  found,  with  boys  showing  more  ex- 
pressiveness in  all  categories  of  thought  processes.  After  finding  no  sex  dif- 
ferences in  written  assessments  of  thought  processes,  the  authors  hypothesized 
that  sex  role  expectations  were  the  determining  factor  in  differences  in  classroom 
expression.  Further  study  of  gifted  junior  high  students  (Gallagher  et  al.,  1967) 
found  that  males  received  a  higher  percentage  than  females  of  abstract,  process 
questions  relative  to  factual  or  product  questions.  Other  differences  in  classroom 
interaction  patterns  are  described  in  chapter  11. 

General  classroom  research  suggests  that  teacher  interaction  with  students 
plays  an  important  role  in  communicating  expectations,  encouraging  thinking 
and  problem-solving  skills,  and  developing  independence  and  initiative  in  stu- 
dents. The  little  research  available  specifically  on  the  gifted  seems  to  indicate 
that  teacher  behaviors  in  general  are  not  enhancing  the  intellectual  and  emotional 
development  of  the  gifted  giri  in  the  same  way  as  such  behaviors  enhance  those 
of  the  gifted  boy.  As  Gallagher  et  al.  (1967)  conclude,  the  observed  differences 
in  classroom  performance  are  "apparently  related  more  strongly  to  attitudinal 
and  motivational  factors  than  to  basic  cognitive  differences"  (p.  75).  This  re- 
search on  the  impact  of  just  one  component  of  teacher  behavior  points  out  the 
need  to  help  teachers  become  aware  of  the  abilities,  needs,  and  interests  of  gifted 
girls  and  to  help  them  acquire  the  strategies  necessary  for  developing  the  poten- 
tial of  these  giris.  As  pointed  out  eariier  in  this  chapter,  teachers  have  expecta- 
tions and  stereotypes  of  gifted  students.  Such  attitudes  are  strongly  held.  The 
erroneous  idea  of  the  gifted  student  as  a  conforming,  "good"  student  may 
directly  conflict  with  the  androgynous  nature  of  the  gifted  giri  and  her  need  for 
direct  achievement.  Awareness  and  skill  training  will  be  necessary  at  both  the 
preservice  and  inservice  levels  in  order  to  bring  about  changes  in  teacher 
behavior. 

Progress  has  been  made  in  addressing  the  special  needs  of  gifted  females  in 
the  teacher  and  counselor  training  process.  For  example,  several  of  the  more 
recent  textbooks  on  the  gifted  contain  specific  sections  on  the  gifted  female 
(Clark,  1979;  Gallagher,  1975;  Gowan,  Khatena,  and  Torrance,  1981;  Khatena, 
1982;  Passow,  1979;  and  Colangelo  and  Zaffrann,  1979).  While  these  textbooks 
are  used  mainly  in  graduate  training  programs  and  in  inservice  rather  than  preser- 
vice training,  they  are  attempts,  at  least,  to  heighten  teachers'  awareness  of  the 
special  needs  of  gifted  students.  Course  syllabi  on  the  graduate  level  also  fre- 
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quently  include  sections  on  the  gifted  female  as  part  of  a  discussion  of  special 
populations.  Journal  articles  have  begun  to  appear  on  the  gifted  female  over  the 
past  several  years,  and  one  issue  of  a  professional  journal  of  gifted  education 
focused  on  gifted  girls  ("Gifted  Female,"  1980).  Sessions  specifically  on  the 
gifted  girl  may  also  be  found  at  national  conferences  on  the  gifted  and  talented 
and  may  include  specific  reference  to  competencies  needed  in  working  with 
gifted  females.  A  recent  inservice  program  on  writing  secondary  curricula  for  the 
gifted  included  information  on  gifted  females  and  guidelines  for  sex-fair  curricu- 
lum standards.  Training  materials  have  been  developed  at  the  Equity  Institute 
(Addison,  1983)  though  funding  from  the  federal  Office  of  the  Gifted  and  Tal- 
ented. Materials  from  this  project.  Professional  Development  Project  to  Encour- 
age the  Potential  of  the  Gifted  Giri,  include  self-training  guides  to  be  used  by 
teachers,  counselors,  parents,  and  community  group  leaders  as  they  interact  with 
secondary-level  gifted  girls.  The  objectives  of  these  materials  are  (1)  to  help 
these  individuals  become  aware  of  the  needs  of  gifted  giris  and  of  possibly 
important  factors  that  might  have  a  negative  impact,  and  (2)  to  provide  them  with 
information  and  skills  that  will  support  the  gifted  giri  in  the  development  of  her 
potential.  An  Inservice  Resource  Handbook  is  also  included  to  provide  informa- 
tion and  direction  for  a  coordinated  local  plan  to  encourage  development  the 
gifted  giri's  potential.  All  of  these  examples  reflect  attempts  to  reach  a  profes- 
sional audience  and  to  train  teachers,  both  directly  and  indirectly,  lo  meet  the 
specific  needs  of  the  gifted  giri.  Most  teacher  training  programs  have  occurred  at 
the  inservice  level,  as  the  majority  of  these  examples  illustrate.  There  remains  a 
need  to  include  training  on  the  gifted  in  general,  and  the  gifted  giri  in  particular, 
at  the  preservice  level,  in  addition  to  broadening  the  scope  of  inservice  training 
on  the  gifted  giri. 


RECOMMENDATIONS 

Our  survey  of  the  research  has  indicated  that  there  are  some  positive  trends 
in  the  education  of  gifted  women;  these  trends  can  be  seen  in  the  increasing 
diversity  in  the  careers  chosen  and  entered  by  gifted  women,  the  upward  surge  in 
the  number  of  first  professional  degrees  and  other  graduate  degrees  earned,  and 
the  incidence  of  gifted  women  in  programs  designed  for  them.  Females  tend  now 
(as  indicated  in  the  1980  Elementary  and  Secondary  Civil  Rights  Survey)  to  be 
participating  in  gifted  and  talented  educational  programs  at  a  somewhat  higher 
rate  than  males:  in  that  survey,  their  participation  rate  per  thousand  students  was 
27.4,  whereas  for  males  it  was  24.2.  Research  is  needed  to  determine,  however, 
whether  this  participant  is  truly  the  gifted  female  or  if  she  is  the  **good  lesson 
learner." 

Rei-earch  is  also  needed  to  determine  the  extent  of  minority  females'  par- 
ticipation in  gifted  and  talented  education.  Again,  there  is  evidence  that  minority 
students  overall  are  underrepresented  in  programs  for  the  gifted  and  talented: 
their  participation  rate  per  thousand  in  1980  was  17.3  compared  to  the  white 
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Student  rate  of  28.8.  This  survey  did  not,  however,  break  down  sex  within  race, 
so  it  is  difficult  to  ascertain  with  certainty  the  actual  minority  female/ male 
participation.  When  analyzing  the  1980  statistics  for  specific  minority  groups,  it 
can  be  noted  that  the  American  Indian,  Hispanic,  and  Black  minority  groups  arc 
underreprescnled  in  the  gifted  and  talented  programs  when  compared  to  their 
incidence  in  the  population,  whereas  Asians  tend  to  have  higher  representation. 
In  addition  to  obtaining  better  basic  information  on  representation  of  minority 
females  in  programs  for  the  gifted  and  talented,  it  should  also  be  a  priority  to 
identify  gifted  minority  women  and  to  assess  their  special  needs  in  programs  for 
the  gifted  and  talented. 

Our  review  of  the  research  and  our  gathering  of  data,  particularly  on 
national  testing  programs,  does  indicate  an  increased  concern  in  the  United 
States,  particularly  at  the  elementary  and  secondary  levels,  for  identifying  and 
providing  appropriate  educational  programs  for  gifted  student.  There  also  is 
some  evidence  that  educators,  parents,  and  gifted  females  themselves  are  becom- 
ing increasingly  aware  of  the  special  problems  faced  by  the  talented  woman  in 
our  society.  Nevertheless,  stereotypes  still  remain — vestiges  of  the  earlier  re- 
search on  the  gifted  and  lalented  and  of  earlier  textbook  and  societal  perceptions 
of  the  value  and  "place"  of  females.  Therefore,  we  have  developed  some  specif- 
ic recommendations  for  further  research  that  focuses  on  the  gifted  female.  Some 
of  this  research  requires  sophisticated  techniques  and  sampling  procedurer;  other 
suggestions  can  be  carried  out  in  the  local  setting  with  a  minimum  expenditure  of 
resources. 

The  definition  of  academic  giftedness  has  been  broadened  in  the  past 
decade;  however,  future  research  agendas  must  address  definitions,  identifica- 
tion, and  educational  programs  for  students  gifted  in  creative  or  productive 
thinking,  leadership,  and  the  visual  and  performing  arts  if  the  needs  of  all  gifted 
females  are  to  be  met.  in  addition,  emerging  definitions  should  also  be  evaluated 
for  sex  bias. 

The  identification  of  gifted  females  must  be  of  prime  importance;  rarely 
will  a  female  who  has  not  been  selected  by  this  process  receive  special  services 
for  her  talents.  Several  areas  need  to  be  addressed.  Nomination  forms  and  behav- 
ioral rating  scales  used  in  the  screening  process  are  based  on  the  results  of 
research  that  was  not  analyzed  in  terms  of  sex  differences.  Because  much  of  the 
earlier  research  on  the  gifted  included  only  gifted  males,  many  of  those  working 
in  the  field  believe  that  there  are  no  differences  between  males  and  females.  The 
possibilities  for  bias  in  the  matrix  procedure  and  the  possible  influence  of  ster- 
eotypic expectations  on  the  part  of  placement  committee  members  need  further 
investigation.  There  is  evidence  that  sex  bias  and  stereotypes  exist  in  standard- 
ized testing  instruments;  however,  this  influence  on  the  assessment  of  abilities 
must  be  more  thoroughly  invcstipted  before  the  impact  of  possible  sex  discrimi- 
nation on  the  identification  of  gifted  girls  can  be  determined. 

There  is  a  need  for  further  research  on  educational  programs  for  the  gifted 
female.  What  programs  really  arc  significant  educationally  for  the  gifted  female? 
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Does  acceleration,  enrichment,  separate  programming,  or  a  combination  produce 
the  best  development  of  potential?  Are  there  environmental  motivations  that  can 
encourage  or  discourage  the  particijpation  of  females  in  programs  for  the  gifted? 
Research  on  educational  programs  should  try  to  determine  what  effect  significant 
others,  such  as  parents  and  peers,  have  on  the  participation  and  educational 
treatment  of  gifted  females.  Does  research  focus  too  much  on  the  cognitive 
aspects  of  giftedness?  The  literature  alludes  to  the  influence  of  self-concept, 
socialization,  and  stereotyping  on  the  development  of  talent.  Researchers  do  look 
at  the  affective  domain  in  some  studies;  however,  many  times  they  tend  not  to 
include  sex  differences  as  an  important  part  of  this  area. 

We  must  recognize  the  importance  of  mathematics  and  physical  science  in 
expanding  the  number  of  careers  open  to  gifted  females.  Research  in  this  area 
tends  to  be  limited  to  a  few  programs.  To  add  to  our  research  base  in  this  area, 
other  programs  designed  to  increase  the  participation  and  retention  of  gifted 
students  in  mathematics  (such  as  Equals  and  Multiplying  Options  and  Subtract- 
ing Bias)  need  to  be  evaluated  for  use  with  gifted  females.  Research  is  needed  on 
the  type  of  mathematics  courses  females  are  taking.  Are  gifted  females  par- 
ticipating in  higher-level  mathematics  at  an  expected  rate?  For  example,  ad- 
vanced placement  examination  data  could  be  analyzed  for  score  differentials  by 
sex  and  by  minority  group  with  very  little  effort.  If  gifted  females  are  not 
participating,  what  are  the  barriers  to  their  participation?  What  strategies  can  be 
used  to  increase  their  participation  and  retention? 

Counseling  and  career  guidance  are  extremely  important  in  all  phases  of 
the  education  of  the  gifted  female.  Research  is  needed  to  determine  the  most 
effective  counseling  and  career  education  techniques:  for  example,  what  are  the 
effects  of  mentoring,  role  modeling,  and  intern  programs  on  the  gifted  female's 
course  and  career  selection?  Counselor  self-monitoring  is  needed  in  regard  to  the 
incidence  and  type  of  counseling  of  gifted  girls.  Do  counselors  tend  to  subscribe 
to  the  old  adage  that  the  gifted  female  will  "come  out  all  right"  without  counsel- 
ing and  career  guidance?  Are  counselors  aware  of  her  special  counseling  needs? 
Do  they  use  the  special  counseling  programs  available  for  counseling  the  gifted? 
Is  there  early  counseling  in  course  selection,  especially  at  the  sixth-grade  level 
when  sequencing  of  courses  becomes  important? 

There  are  several  recommendations  for  teacher  training  in  gifted  and  tal- 
ented education.  Teachers  are  the  key  to  delivering  bias-free  services  to  the 
gifted  female.  Both  preservice  and  inservice  education  should  include  a  compo- 
nent related  to  the  delivery  of  this  bias-free  education  for  gifted  females.  Al- 
though there  has  been  research  on  classroom  interaction,  for  example,  few  gener- 
alizable  studies  exist  on  teacher  interaction  with  gifted  giris,  either  in  programs 
for  the  gifted  or  in  regular  placement.  In  addition,  textbooks  are  one  of  the  main 
tools  of  undergraduate  and  graduate  education;  they  need  to  include  resources 
and  research  on  sex  differences  between  gifted  male  and  female  students,  ac- 
knowledging what  exists  and  eliminating  the  myths  about  gifted  females.  We 
also  need  more  research  on  the  effect  of**  2  sex  of  the  teacher  on  the  student  in 
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gifted  education;  for  example,  what  is  the  influence  of  the  male  science  teacher 
on  the  education,  motivation,  and  career  aspirations  of  the  gifted  female? 

Until  there  is  a  significant  body  of  research  on  the  education  of  gifted 
females,  this  type  of  research  and  evaluation  should  be  a  priority.  We  know  that 
there  is  a  dearth  of  research  on  the  gifted  which  is  analyzed  and  presented  on  the 
basis  of  sex.  The  data  either  need  to  be  collected  or  need  to  be  reanalyzed.  There 
is  also  a  problem  of  generalizability  from  the  research  that  is  available  on  gifted 
females.  The  sampling  techniques  usually  lack  both  adequacy  in  numbers  and 
randomness  in  design.  Finally,  school  districts  that  have  programs  for  the  gifted 
and  talented  should  build  into  their  programming  design  inexpensive  methods  of 
evaluation  that  also  consider  differential  effects  of  the  program  on  females  and 
males.  A  significant  amount  of  information  on  the  value  of  various  curricular 
strategies  for  gifted  females  is  lost  because  of  the  lack  of  this  type  of  local  school 
evaluation. 
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When  the  girls,  as  well  as  the  boys,  arc  taught  that  it  is  just  as  honorable,  and 
just  as  necessary,  that  they  should  learn  something  whereby  a  sure  and  honest 
living  can  be  secured  as  it  is  for  their  brothers,  much  of  the  unhappiness  of  life 
will  have  vanished,  and  many  would  not,  as  now,  be  obliged  to  marry  solely 
for  the  sake  of  being  taken  care  of.  {Journal  of  the  Proceedings,  1885,  p,  132) 

When  a  speaker  at  the  19th  Annual  Meeting  of  the  National  Grange,  in  1885, 
proposed  educating  women  for  careers,  there  was  apparently  no  debate;  it  was  a 
natural  educational  goal  for  the  Grange.  Fanning  was,  and  still  is,  a  family 
enterprise;  and  because  women  played  crucial  roles  in  building  agricultural  econ- 
omies and  in  improving  rural  education,  their  contribution  to  rural  economic  and 
political  life  was  valued.  Perhaps  women  did  not  participate  in  quite  the  same 
way  as  men,  but  nonetheless  their  roles  were,  on  the  average,  more  important 
economically  than  the  roles  of  women  in  cities.  Thus  it  is  not  surprising  that  from 
the  first,  women  in  the  Grange,  one  of  the  oldest  and  largest  of  rural  organiza- 
tions, had  full  membership  rights.  The  Grange,  during  its  more  feisty  period 
following  the  Civil  War,  advocated  opening  "all  avenues  of  education  and 
employment  to  cither  sex"  (Journal  of  the  Proceedings,  1885,  p.  132). 

Unfortunately,  that  dream  of  educating  all  women  for  work  as  well  as  for 
I  omemaking  was  never  really  realized  in  rural  America.  The  first  federal  cooper- 
ative extension  and  vocational  education  policies  in  fact  helped  establish  home- 
making,  rather  than  farmwork,  as  the  proper  goal  of  public  educate  n  for  giris  in 
rural  areas.  In  1916,  during  the  congressional  debates  over  the  Smith-Hughes 
Act,  which  authorized  the  first  federal  aid  for  vocational  education,  the  argument 
one  senator  gave  for  including  home  economics  was  that  "under  present  condi- 
tions the  giris'  education  is  more  directed  to  the  making  of  school-teachers  or 
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shopgirls  than  to  the  making  of  homemakers."  Instead,  he  went  on,  "every  girl 
should  be  fitted  for  homemaking  and  for  mothering.  No  matter  what  might  be  the 
intermediate  means  of  livelihood,  it  is  as  wife  and  mother  that  she  will  attain  her 
fullest  development  a^id  fulfill  her  manifest  destiny"  (Congressional  Record, 
1916). 

Today,  industrialization  pervades  most  rural  areas,  and  only  a  small  frac- 
tion of  our  rural  population  farm  for  a  living.  The  mass  media  and  mass  transpor- 
tation have  undeniably  had  homogenizing  effects  on  rural  life.  Yet  most  sor 
ciologists  agree  that  many  urban-rural  differences  still  persist.  Lower  population 
density,  isolation,  and  the  remnants  of  an  agricultural  tradition  create  conditions 
that  distinguish  rural  from  urban  life. 

Rural  communities  tend  to  be  more  culturally  homogeneous,  politically 
conservative,  religious,  and  family-oriented  (Dewey,  1960;  Haer,  1952).  These 
conditions  affect  women  differently  than  they  do  men  (Chu,  1980),  and  they 
create  obstacles  to  achieving  sex  equity.  In  rural  communities,  job  opportunities 
for  women  are  more  limited;  everyday  I'^e  is  more  demanding  of  women's  time; 
and  a  rural  gemeinschaft  and  conservatism  lead  to  greater  pressures  for  women 
and  girls  to  conform  to  traditional  roles  and  values. 

Rural  schools  and  school  boards,  mirroring  their  communities,  are  also 
generally  conservative.  Therefore,  it  is  not  difficult  to  find  examples  of  school 
boards  keeping  "undesirable"  courses  and  ideas  out  of  their  schools  or  taking 
such  "offensive"  materials  as  Ms.  magazine  or  Judy  Blume  books  off  their 
library  shelves,  or  firing  teachers  who  adopt  a  too  "independent"  lifestyle. 
Today,  the  progress  of  women  toward  the  kind  of  education  needed  for  equal 
opportunities  in  the  labor  market  is,  if  anything,  slower  in  rural  areas  than  in 
cities. 

In  spite  of  the  lag  in  progress  for  rural  women,  there  has  been  little 
recognition  of  special  issues  in  the  education  of  rural  women  and  girls,  and  there 
was  virtually  nothing  in  the  literature  about  the  problems  of  rural  women  until  the 
mid-1970s.  It  was  not  until  the  causal  link  between  women's  economic  oppor- 
tunities and  their  educational  opportunities  was  brought  to  the  attention  of  the 
public,  and  until  the  reverse  migration  from  the  cities  to  rural  areas  caught  the 
imagination  of  sociologists  and  politicians,  that  "rural"  became  a  special  popula- 
tion in  need  of  help.  In  1976  the  National  Advisory  Council  on  Women's  Educa- 
tional Programs  conducted  on  investigation  of  the  educational  needs  of  rural 
women  and  girls.  They  found,  among  other  things,  that  "with  respect  to  the 
educational  needs,  little  attention  is  being  directed  to  rural  girls  and  women — by 
either  rural  educators  and  advocates  for  rural  development,  or  women's  educa- 
tion advocates  and  providers"  (Clarenbach,  1977). 

It  is  not  enough,  however,  to  identify  women's  needs  in  rural  areas. 
Success  depends  on  finding  ways  to  overcome  those  rural  conditions  that  limit 
women's  educational  opportunities.  Moreover,  the  lessons  of  the  past  suggest 
that  some  rural  conditions  can  support  sex  equity  as  well  as  hinder  it.  Small 
schools  and  the  historical  importance  of  women  in  rural  life  present  unique 
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opportunities.  The  key  to  improving  girls*  and  women's  options  lies  in  finding 
ways  of  exploiting  the  opportunities  as  well  as  eliminating  the  barriers.  In  trying 
to  find  strategies  for  helping  women  and  girls  in  rural  education,  and  trying  to 
find  ways  to  convince  rural  communities  that  sex  equity  is  a  rural  tradition  that 
predates  discrimination,  perhaps  we  can  build  on  whatever  advantages  rural 
conditions  and  traditions  have  to  offer. 

RURAL  CONDITIONS  AND  RURAL  WOMEN 

Rural  women  are  not  unacquainted  with  work.  They  have  worked  in  the 
fields,  taken  care  of  the  livestock,  managed  the  books,  and  marketed  the  pro- 
duce. Yet  their  vocational  education  has  been  different  from  that  of  men;  there 
has  been  one  "appropriate"  vocational  program  for  boys  and  another  for  giris.  In 
rural  schools,  that  has  meant  vocational  agriculture  for  boys  and  home  econom- 
ics for  girls.  It  wasn't  until  1969  that  the  first  woman  was  allowed  to  join  the 
Future  Farmers  of  America  (FFA)  in  her  high  school.  And  even  now,  the  giri  in 
FFA  is  likely  to  be  enrolled  in  a  horticulture  program  rather  than  a  production 
agriculture  program. 

Much  has  changed  in  rural  areas  in  the  past  two  decades;  urban  habits  have 
seeped  into  the  towns  and  villages  via  the  mass  media  and  urban  expatriates  who 
have  moved  to  the  country.  Still,  conditions  in  rural  school  districts  are  different 
enough  to  cause  Title  VI,  Title  IX,  and  the  Vocational  Educiiaon  Act  to  be 
viewed  differently  in  Prairie  View,  Kansas  than  in  Peoria  or  Los  Angeles.  They 
demand  different  strategies  for  overcoming  sex  biases.  Many  of  the  differences 
identified  constrain  rather  than  enhance  opportunities  for  women  and  girls,  but 
others  offer  special  opportunities  to  advance  equity. 

Rural  Values 

At  the  heart  of  the  issue  of  sex  equity  in  rural  schools  are  the  values  and 
traditions  that  are  imbedded  deeply  in  rural  life.  Rural  people  are  more  conser- 
vative—sometimes to  the  point  of  being  fundamentalist— than  urban  dwellers. 
Their  deep-rooted  traditions  affect  the  ways  rural  people  perceive  their  family 
roles,  their  work,  and  their  community. 

Residents  of  rural  and  small  communities,  for  example,  tend  to  be  more 
religious,  more  family-oriented,  more  community-oriented  and  less  likely  to 
move,  and  more  morally  conservative  than  residents  of  cities  or  suburbs.  Fights 
over  the  teaching  of  creationism,  the  banning  of  certain  books,  or  opposition  to 
sex  education  are  much  more  likely  to  occur  in  rural  school  districts  than  in 
cities. 

Rural  women  are  more  likely  to  marry  sooner,  stay  married  longer,  have 
more  children,  and  stay  home  during  their  child-rearing  years  than  their  urban 
counterparts  (Dunne,  1 979;  Flora  &  Johnson,  1978).  Even  while  working  side  by 
side  with  their  husbands,  *'the  majority  of  rural  women  still  conform  to  the 
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traditional  norms  concerning  woman's  proper  place:  in  the  home,  with  the  chil- 
dren, and  supporting  of  her  spouse's  endeavors"  (Flora  &  Johnson,  1978,  p. 
179).  When  "housewife"  is  the  occupational  choice  of  girls,  however,  it  is  more 
often  an  expectation  than  an  aspiration  (Cosby  &  Chamer,  1978).  In  a  survey  of 
southern  adolescent  females,  29%  expected  to  be  housewives,  but  only  3% 
desired  it.  Among  the  high  school  girls  interviewed  by  Dunne  (1979),  nearly 
everyone  planned  on  managing  a  home  with  little  or  no  help  as  well  as  having  to 
work. 

The  size  and  intimacy  of  small  towns  can  also  inhibit  a  teacher  from  trying 
to  encourage  nontraditional  behaviors  or  even  to  stimulate  new  ideas  about  sex 
roles.  In  the  small  rural  school  district,  the  teacher  is  truly  a  part  of  the  communi- 
ty, and  taking  an  unpopular  position  can  have  serious  personal  repercussions. 
The  resistance  and  isolation  that  Carol  Kennicott  faced  trying  to  make  small 
social  and  cuhural  changes  in  Sinclair  Lewis's  fictional  town  of  Gopher  Prairie 
(Lewis,  1920)  at  the  turn  of  the  century  still  exist  today.  When  I  asked  a  home 
economics  teacher  in  Mazzepa,  Minnesota,  why  there  were  no  boys  in  her  class 
despite  the  intent  of  the  vocational  education  legislation  to  eliminate  sex  bias,  her 
answer  was  direct  and  simple:  because  the  parents  don't  want  boys  in  the  class. 
Another  home  economics  teacher  in  Cabot,  Vermont,  told  me  that  having  boys  in 
her  class  just  slowed  her  down. 

In  spite  of  a  recent  populist  surge  in  rural  areas  regarding  economic  issues, 
the  women's  movement  and  the  ERA  are  still  less  popular  than  in  cities.  One 
researcher  argues  that  this  is  not  necessarily  opposition  to  equal  rights,  but  it  is 
due  to  the  perceptions  of  rural  women  that  they  already  have  equality  and 
therefore  don't  need  to  have  it  legislated  (Larson,  1978).  It  is  the  activism  and 
politicizing  they  seem  to  object  to  more  than  the  concept. 

Yet  conservative  mores  do  dominate  rural  towns,  and  the  strength  of  local 
values  and  traditions  in  rural  communities  present  dilemmas  for  rural  women. 
The  traditional  family  orientation  is  increasingly  in  conflict  with  the  growing 
desire  for  self-fulfillment  through  a  career  and  with  the  need  to  supplement  the 
family  income.  Because  these  problems  are  often  deeply  ingrained  and  some- 
times quite  subtle,  they  are  all  the  more  difficult  to  solve. 

One  contributing  factor  is  that  the  trend  of  rural  men — and  women — to 
"let"  women  work  is  tempered  by  the  demands  made  on  the  time  of  rural 
women.  While  women  may  be  allowed  to  plow  the.  fields  or  work  in  the  town 
hardware  store,  they  still  are  expected  to  do  the  housework  and  cooking  and  to 
look  after  the  children.  As  a  farm  woman  wrote  recently:  "I  realized  in  a  flash  of 
recognition  that  Mae  and  I  were  asking  to  be  taught  the  farming  jobs,  mowing, 
using  tractors,  driving  teams,  combing,  baling,  spreading  manure.  But  George 
and  Hal  weren't  asking  to  be  included  more  in  making  cheese,  housework, 
laundry,  spending  days  with  Andrew  or  canning  and  freezing"  (Oberst,  1982). 
Therefore,  equality  can  seem  withm  reach  but  in  reality  be  unattainable.  There 
has  not  been  the  same  pressure  for  men  to  do  work  that  has  traditionally  been 
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women's  as  there  has  been  for  women  to  do  work  that  has  traditionally  been  done 
by  men.  Though  not  only  a  rural  phenomenon  by  any  means,  it  is  more  pro- 
nounced in  rural  areas  because  housework  may  be  more  demanding. 

Women  in  Rural  Labor  Markets 

The  ultimate  test  of  equality  of  educational  opportunity  is  equality  of 
economic  opportunity.  Sex  bias  in  the  schools  is  inextricably  linked  to  sex  bias  in 
the  workplace.  Although  problems  of  women  attributed  to  rural  life  exist  else- 
where, rural  economies  are  different  from  urban  economies;  the  structure  of  their 
respective  labor  markets  is  different,  and  consequently  so  are  the  roles  of 
women. 

Rural  economies  still  arc  generally  simple,  with  only  one  or  two  major 
industries;  the  nonagricultural  businesses  tend  to  be  concentrated  in  extraction 
industries,  nondurable  manufacturing,  or  tourism  (Teal,  1981).  Much  of  the 
production  is  seasonal  and/or  highly  dependent  on  unskilled  or  semiskilled  labor. 
Farming,  which  used  to  characterize  most  of  rural  life,  is  the  primary  occupation 
of  only  about  10%  of  the  rural  work  force.  In  1981 ,  however,  for  the  first  time  in 
recent  years,  the  number  of  commercial  farms  increased,  though  the  currently 
bleak  economic  conditions  may  have  already  caused  a  reversal.  Moreover,  r  nny 
rural  residents  depend  on  farming  for  supplemental  income. 

Furthermore,  most  farmers  have  to  depend  on  the  off-farm  income  of 
women  to  make  ends  meet.  Rural  economies  may  include  many  very  small 
businesses  that  provide  off-season  work  or  supplementary  family  income.  Thus, 
there  are  thousands  of  microbusinesses  or  cottage  industries  in  rural  America, 
many  of  which  are  run  by  women. 

Women  in  nonmetropolitan  areas  increased  their  participation  in  the  labor 
force  by  nearly  60%  between  1960  and  1980,  even  faster  than  women  in  metro- 
politan areas;  almost  half  of  all  nonmetro  women  now  work.  In  1978,  about  60% 
of  nonmetro  women  who  completed  college  were  employed  as  teachers  or  in 
clerical  occupations,  and  about  50%  of  nonmetro  women  with  only  high  school 
diplomas  were  in  clerical  or  service  occupations.  The  most  common  occupation 
for  a  nonmetro  woman  without  a  high  school  education  was  as  an  operative  in  a 
manufacturing  plant.  In  the  South,  this  is  frequently  in  low-paying  textile  or  food 
processing  industries— which,  not  coincidentally,  are  extensions  of  women's 
traditional  work.  The  increasing  proportion  of  women  in  the  labor  force  is 
attributable  to  economic  necessity  brought  on  by  inflation  and  declining  farm 
prices,  to  the  increased  demand  for  their  labor  with  the  growth  of  rural  indus- 
trialization, and,  not  insignificantly,  to  the  desire  for  personal  fulfillment. 

There  are  some  unique  features  of  rural  women's  work  that  have  implica- 
tions for  education.  One  is  the  propensity  of  rural  women  toward  self-em- 
ployment. In  1979  there  were  almost  2  million  rural  women  who  were  reported 
as  being  self-employed,  and  the  actual  number  was  undoubtedly  higher  because 
only  self-employment  as  a  primary  occupation  was  counted.  Other  entrepreneur- 
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ial  activities  were  not  included.  A  second  feature  is  that  women  on  farms  and  in 
family  businesses  are  often  uncounted  in  the  labor  market  and  their  activities  not 
recognized  as  labor.  Their  contributions  are  understated  in  the  literature  (Be- 
scher-Donnelly  &  Smith,  1981;  O'Leary,  1978).  A  third  feature  is  that  even 
more  than  in  the  cities,  women  in  rural  areas  tend  to  be  concentrated  in  low- 
paying,  unskilled  work  (Haney,  1982).  It  should  not  be  surprising,  then,  that 
girls'  career  choices  tend  to  be  similarly  limited. 

The  less  formalized  but  very  real  work  of  many  rural  women  influences 
girls'  attitudes  toward  work.  While  they  observe  women  working,  they  are  less 
likely  to  know  women  with  "careers."  Even  among  female  entrepreneurs  or 
fanners,  the  role  of  homemaker  appears  stronger  than  the  role  of  wage  earner. 
The  rural  girl  thus  has  fewer  role  models  for  nontraditional  work.  In  a  city,  even 
if  opportunities  are  scarce,  there  are  usually  some  role  models  for  girls;  they 
probably  have  a  friend  whose  mother  goes  off  to  work  in  the  morning.  This 
particularly  affects  girls  when  faced  with  choosing  a  vocational  education 
program. 

Isolation 

The  very  distances  that  set  the  rural  community  apart  from  other  commu- 
nities cause  both  social  and  geographic  isolation  and  thus  psychological  and 
physical  obstacles  to  sex  equity.  The  psychological  is  the  more  difficult  obstacle 
to  overcome.  It  takes  a  great  deal  of  strength  and  courage  to  break  with  tradi- 
tional sex  roles  in  tightly  knit  communities,  which  many  small  towns  are.  Rurcl 
women  are  often  isolated  from  the  kinds  of  support  groups  and  organizations  that 
urban  women  can  take  for  granted.  Throughout  the  1970s,  the  women's  move- 
ment had  an  urban  middle-class  character,  and  consequently  it  made  little  head- 
way in  most  rural  areas. 

Exposing  women  to  nontraditional  role  models  and  alternative  life  styles 
through  the  media,  though  important,  is  only  a  first  step  toward  encouraging 
breaks  with  old  stereotypes.  Women  need  to  meet  other  women  who  are  also 
making  the  transition  into  new  fields  and  new  roles.  Peer  support  from  friends 
and  neighbors  is  essential  in  small  communities. 

The  physical  and  geographic  isolation  that  reduces  women's  economic  and 
educational  opportunities  works  in  two  ways.  First,  the  school  district  is  isolated 
from  the  state  agency  and  is  thus  effectively  outside  the  reach  of  education 
regulations.  Even  though  the  laws  prohibiting  discrimination  may  exist  for  all 
schools,  monitoring  and  enforcement  of  programs  by  state  education  officials  are 
virtually  impossible.  Officials  in  Nebraska,  Illinois,  and  Texas  have  ovtr  one 
thousand  school  districts  in  each  state  to  worry  about. 

Second,  just  as  the  school  is  isolated  from  the  state  agency,  the  rural 
woman  may  be  quite  isolated  from  the  education  institutions  and  thus  excluded 
from  participating  in  programs.  The  rural  woman  cannot  simply  hop  on  a  bus  or 
hail  a  taxi  to  get  to  a  class  at  the  vocational  center  or  the  consolidated  high 
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school.  Bad  roads,  inclement  weather,  or  exorbitant  gasoline  costs  can  make 
even  a  car  trip  prohibitive.  Then  there  is  the  problem  of  children:  day  care  is  not 
readily  available  in  small  communities.  Finally,  the  rural  woman  faces  isolation 
within  her  peer  group  if  she  advances  too  far  beyond  it.  Providers  must  be 
sensitive  to  the  need  of  the  rural  woman  to  maintain  her  support  system. 

Some  of  these  problems  were  addressed  in  the  1976  amendments  to  the 
Vocational  Education  Act  of  1963,  which  made  provisions  for  day  care,  support 
systems  for  women,  programs  for  displaced  homemakers,  and  grants  for  over- 
coming sex  bias.  Despite  the  encouragement  provided  by  the  amendments,  few 
states  spent  any  significant  portions  of  their  federal  or  state  funds  on  these 
provisions  (Rosenfeld,  1981).  Further,  based  on  a  survey  of  school  districts  in  10 
states,  rural  districts  were  far  less  likely  to  spend  funds  on  sex  equity  (1  in  10 
rural  districts)  than  were  urban  districts  (more  than  half  the  cities)  (Benson  & 
Hoachlander,  1981). 

The  Bright  Side:  Advantages  of  Rural  Conditions 

At  the  same  time  that  isolation,  small  scale,  and  tradition  operate  to  con- 
strain women's  opportunities,  they  also,  paradoxically,  offer  unique  advantages. 
The  size  of  rural  schools,  for  example,  may  make  it  imperative  that  boys  and 
girls  be  mixed  in  classes.  Just  as  small  schools  ma>  not  be  able  to  field  a  baseball 
team  without  including  both  girls  and  boys,  the  small  school  may  not  be  able  to 
justify  some  courses  without  offering  and  even  encouraging  both  boys  and  girls 
to  enroll.  Advanced  algebra,  for  instance,  would  probably  be  impossible  to  offer 
in  a  small  high  school  without  both  boys  and  girls  enrolling. 

Analysis  of  data  from  the  U.S.  Education  Department's  national  longitudi- 
nal survey  of  high  school  students  in  order  to  compare  the  participation  rates  of 
both  males  and  females  in  large  and  small  schools  in  urban  and  rural  districts 
confirms  the  greater  participation  of  rural  girls.  Girls  in  small  rural  schools 
participated  more  in  athletics  (45%)  and  journalism  (49%)  than  girls  in  large 
rural  schools  (30  and  19%,  respectively)  or  in  large  urban  schools  (26  and  16%, 
respectively)  (Linsay,  1982). 

Moreover,  courses  in  rural  schools  tend  to  be  less  specialized  and  take  on 
more  generic  titles,  and  thus  the  content  may  appear  more  neutral  and  more 
acceptable  to  boys,  girls,  and  parents.  This  has  in  fact  been  recommended  as  one 
means  of  reducing  sex  stereotyping  in  vocational  education  programs  (Dunkle, 
1981).  Ahhough  enrollments  in  consumc^r  and  homemaking  education  and  in 
industrial  arts  remain  unbalanced,  many  other  occupational  programs  such  as 
vocational  agriculture,  distributive  education,  and  trade  and  industrial  education 
have  made  significant  advances  in  reducing  :>ex  bias.  By  merging  fields  that  are 
traditionally  male  with  those  that  arc  traditionally  female,  the  content  can  be 
designed  so  that  males  and  females  gain  experience  in  both  fields  (Dunne,  198 1 ). 

Although  rural  women  are  less  likely  to  have  professional  careers  than 
urban  women,  they  take  a  more  active  role  in  local  decision  making.  The  rural 
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woman  participates  more  in  local  politics  and  is  more  likely  to  hold  an  office  in 
her  own  community  than  is  a  city  woman  (Glasgow,  1979).  It  is  true,  unfortu- 
nately, that  women  are  likely  to  be  in  a  position  subordinate  to  men  and  ♦hat  rural 
women  have  not  been  nearly  as  successful  in  capturing  state  offices.  Yet  the  rural 
woman,  though  overburdened,  is  not  entirely  disempowered.  This  is  in  part 
because  rural  officeholders  are  often  voluntar)  or  part-time  rather  than  profes- 
sionals. Nevertheless,  this  gives  rural  women  some  voice  in  local  education 
policies  and  practices. 

Finally,  rural  women  have  the  advantage  of  their  traditional  partnership 
role  on  the  farm  and  in  home-based  industries,  which  predates  the  discrimination 
that  came  about  with  specialization  and  industrialization.  Rural  organizations 
such  as  the  Grange  were  concerned  with  equality;  from  the  beginning,  women 
took  on  leadership  responsibilities.  In  their  eariy  drive  for  agricultural  education, 
such  organizations  fully  expected  girls  as  well  as  boys  to  be  taught  occupational 
skills.  And  with  good  reason. 

As  late  as  the  first  quarter  of  this  century,  farm  women  provided  about  80% 
of  the  cash  needed  for  daily  living  by  selling  what  .hey  produced  (Vanek,  1980). 
As  public  education  became  institutionalized,  urban  and  industrial  values  took 
hold,  and  the  differences  between  education  for  boys  and  for  giris  became 
progressively  greater.  Yet  despite  the  lack  of  appropriate  education,  farm  women 
had  to  learn  agricultural  management  skills.  A  1980  survey  of  more  than  2,500 
farm  women  revealed  that  neariy  half  felt  quite  sure  that  they  could  operate  their 
larms  without  help  from  their  husbands.  On  three-fifths  of  the  farms,  women 
already  were  regulariy  keeping  the  books,  paying  the  bills,  doing  the  taxes,  and 
playing  a  substantial  role  in  decision  making  (Jones  &  Rosenfeld,  1981),  As  has 
been  pointed  out,  roots  run  deep  in  rural  areas,  and  tradition  can  work  to  wom- 
en's advantage  us  well  as  disadvantage. 

THE  EDUCATIONAL  ATTAINMENT  AND  ECONOMIC 
STATUS  OF  RURAL  WOMEN 

On  the  basis  of  traditional  measures  of  educational  attainment,  rural  giris 
generally  fare  better  than  rural  boys.  Their  average  scholastic  rankings  are  high- 
er. According  to  one  study,  33%  of  the  rural  high  school  giris  were  ranked  in  the 
upper  quartile  of  their  class,  while  only  about  17%  of  the  boys  were  so  ranked 
(Schwartzwellcr,  1976).  Women  attend  school  for  more  years  than  men  when 
race  and  place  of  residence  are  held  constant  (Fratoe,  1979).  Nonmetro  people 
have  completed  fewer  years  of  school  than  metro  people;  blacks  and  Hispanics 
have  completed  fewer  years  of  education  than  non-Hispanic  whites;  and  farm 
residents  have  completed  fewer  years  of  schooling  than  nonfarm  residents.  In 
1975,  in  each  instance  nonmetro  women  attended  school  longer  than  nonmetro 
men.  Black  nonmetro  women,  for  example,  completed,  on  the  average,  8.9 
year*;  of  school,  while  black  nonmetro  men  completed  an  average  of  7.8  years. 
WhK.<  farm  women  completed  an  average  of  12.2  years  compared  to  1 1.4  years 
for  white  nonfarm  women  (Fratoe). 
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These  differences  between  men  and  women  show  up  in  the  rates  of  func- 
tional illiteracy  and  the  rates  of  secondary  school  completion;  the  latter  are 
shown  in  table  16.  One  plausible  explanation  for  the  low  years  of  schooling  of 
men  is  that  the  physical  labor  of  boys  has  been  needed  earlier  than  that  of  g«rls. 
One  researcher  concludes,  however,  that  rural  high  schools  have  been  more 
effective  in  dealing  with  girls  than  with  boys — to  which  he  attributes  the  higher 
aggregate  scholastic  standing  of  girls  (Schwartzweller,  1976). 

This  advantage  for  women,  however,  ends  in  the  high  school  classroom. 
Despite  the  apparent  early  educational  advantage  of  women,  they  are  less  likely 
to  go  on  to  higher  education,  and  their  earnings  relative  to  men  are  even  lower 
than  in  metro  areas.  In  1978,  nonmetro  women  earned  only  $0.54  for  every 
dollar  a  nonmetro  man  earned  and  $0.81  for  every  dollar  a  metro  woman  earned 
(Bescher-Donnelly  &  Smith,  1981). 

It  is  obvious  from  the  data  that  rural  females  do  as  well  or  better  than  rural 
males  in  educational  attainment  and  scholastic  rankings  up  to  the  end  of  high 
school.  This  doesn't  seem  to  help  them  much  in  postsecondary  attainment  or  in 
earnings.  Since  ability  is  obviously  not  the  reason,  some  of  the  disadvantage 
would  appear  to  be  due  to  the  ways  in  which  they  are  educated  and  counseled — 
by  the  schools  as  well  as  by  their  parents — and  to  the  purposes  for  which  they  are 
educated.  This  does  not  show  up  in  the  Census  Bureau's  simple  education 
statistics. 

ANSWERS 

With  the  stimuli  of  the  sex  equity  language  in  federal  education  legislation 
and  with  the  help  of  some  active  and  progressive  state  and  local  educators, 
progress  is  being  made  in  rural  schools  and  communities.  Some  rural  education 
agencies  and  state  agencies  have  developed  programs  aimed  at  overcoming  prob- 
lems of  sex  bias  and  discrimination  in  schools. 

Taking  Education  to  the  Individual 

One  solution  to  the  problem  of  geographic  isolation  is  to  take  the  education 
to  the  individual  instead  of  trying  to  get  the  individual  to  a  classroom  setting.  The 
state  of  Vermont  has  an  extensive  year-round  home  tutoring  program  in  both 
basic  and  preoccupational  skills,  using  full-time  and  volunteer  home  tutors.  In 
1979  about  two-thirds  of  the  students  in  adult  basic  education  were  served  in  the 
home,  in  individual  instruction  or  "kitchen  seminars"  (Eberly  &  Robinson, 
1980).  One  woman  in  her  late  50s,  with  12  children  and  a  home  without  running 
water  or  indoor  plumbing,  is  learning  office  skills  as  well  as  f.:nctional  literacy. 
The  program  put  an  electric  typewriter  in  her  homt  and  provides  instruction  right 
there. 

In  San  Juan  County,  Washington,  which  is  made  up  entirely  of  islands, 
travel  is  even  more  difficuh  than  in  Vermont  in  mud  season.  A  community 
college  in  an  adjoining  county  holds  classes  on  the  local  ferry  for  San  Juan 
residents  and  is  investigating  the  use  of  closed  circuit  television. 
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Table  16.   Measures  ot  Educational  Attainment  by  Place  of  Residence  and  Sex,  1975 


Median  school  years  Percentage  completing 

completed,  persons  high  school,  persons 

over  24  over  24 


Group  and  residence 

Male 

Female 

Male 

Female 

White,  non-Hispanic 

Metro 

12.6 

12.4 

69.5 

67.1 

Central  cities 

12.5 

12.3 

66.2 

61.9 

Suburbs 

12.6 

12.5 

71.5 

70.5 

Nonmetro 

12.2 

12.2 

56.0 

58.1 

Nonfami 

12.2 

12.2 

57.3 

58.0 

Farm 

II.4 

12.2 

46.9 

58.8 

Black 

Metro 

11.6 

11.8 

47.2 

48.5 

Central  cities 

11.5 

11.7 

46.3 

47.7 

Suburbs 

12.0 

12.0 

50.5 

SI  s 

Nonmetro 

7.8 

8.9 

23.7 

26.1 

Nonfanti 

8.1 

8.9 

25.3 

27.0 

Farm 

5.9 

7.8 

9.4 

16.6 

Hispanic 

Metro 

10.6 

9.8 

42.5 

38.3 

Central  cities 

9.7 

9.0 

37.9 

33.9 

Suburbs 

11.8 

11.2 

48.9 

45.5 

Nonmetro 

7.3 

7.7 

25.2 

28.0 

Nonfarm 

7.4 

7.7 

26.3 

27.5 

Farm 

n.a. 

n.a. 

n.a. 

n.a. 

Source-  Fratoc  (1979). 


Using  the  Media  and  Community  Resources 

Despite  the  work  that  women  do  and  have  always  done  on  the  farm, 
vocational  agriculture  has  almost  exclusively  been  the  domain  of  men.  Although 
female  enrollment  has  increased  in  the  last  few  years,  most  rural  programs, 
which  provide  training  for  agribusiness  as  well  as  for  fanning,  are  virtually  all 
male.  School  districts  in  southwest  Minnesota  used  vocational  education  funds  to 
develop  a  program  called  Growth  in  i4griculturc  Through  Equality  (GATE)  to  try 
to  get  women  interested  in  the  programs  (Dondelinger  &  Klein,  1980).  They 
used  local  newspapers,  slide  shows,  and  local  meetings  to  make  women  aware  of 
the  opportunities  in  agribusiness.  One  part  of  their  program  was  to  bring  women 
who  were  employed  in  agribusiness  in  the  state  to  speak  to  students  and  parents. 

In  Alabama,  the  Federation  of  Southern  Cooperatives  has  developed  a 
guidebook  for  increasing  the  participation  of  rural  minority  women  in  nontradi- 
tional  jobs  and  in  the  education  programs  related  to  those  jobs  (Paris  &  Wool- 
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ridge,  1979).  Their  book  focuses  on  ways  of  utilizing  the  media  and  local 
communications  networks  and  suggests  ways  to  work  through  existing  local 
organizations  and  schools. 

Sometimes  something  as  simple  as  child  care  can  made  the  difference 
between  a  rural  woman's  enrolling  in  classes  or  not.  The  school  system  in  Hardin 
County,  Kentucky,  has  an  outreach  program  that  offers  courses  for  women  and 
girls  in  remote  rural  schools  in  subjects  ranging  from  basic  skills  to  bookkeeping 
and  investments.  They  provide  complete  babysitting  and  recreation  for  the  chil- 
dren while  their  mothers  are  in  class  (C.  N.  Llewellyn,  personal  communication, 
April  20,  1982). 

Getting  the  State  to  Help 

The  state  of  Alaska  discovered  that  "despite  the  fact  that  one  of  the  goals 
of  elementary  and  secondary  education  is  to  prepare  men  and  women  for  equal 
participation  in  the  work  force  .  .  .  vocational  education  has  done  little  to  elimi- 
nate occupational  discrimination,"  and  that  occupational  discrimination  "is  mir- 
rored in  vocational  education  enrollments"  {Guidelines,  1978,  p.  2).  Thus,  they 
produced  and  distributed  Guidelines  for  Developing  Sex  Bias  Free  Vocational 
Education  Programs  in  Small  Secondary  Schools  in  Alaska.  Developed  by  a 
nine-member  task  force,  the  guidelines  are  a  checklist  of  changes  necessary  for 
overcoming  sex  bias;  they  also  include  ways  of  involving  the  community  and 
local  employers. 

Women's  Programs  in  Votech  Centers 

The  state  of  Wisconsin  has  established  women's  centers  in  its  Vocational, 
Technical,  and  Adult  Education  (VTAE)  centers  to  provide  skills  development, 
information,  and  a  supportive  environment  for  women,  in  order  to  expand  their 
opportunities.  Through  self-assesi>ment  workshops  and  assertiveness  training, 
and  through  courses  such  as  small  business  development,  legal  issues,  and  how 
to  reenter  the  labor  market,  they  help  provide  the  skills  needed  for  new  careers. 

Though  these  centers  are  set  up  in  both  urban  and  rural  areas,  the  rur/*l 
centers  <\dapt  themselves  to  their  conditions.  The  center  in  Morain  Park,  for 
example,  "reaches  out  rather  than  puhs  in"  and  uses  community  resources  such 
as  libraries,  schc-»ls,  restaurants,  and  churches  as  meeting  places  (Grengg, 
1979).  The  Nicolcl  center  iries  to  help  \^'omen  overcome  a  common  winter 
problem  in  iss)lated  areas  with  their  "Cabin  Fever  Specials,"  which  offer  cuhural 
activities,  shows,  and  films  addressing  sex  equity  isoU-js  (Grengg,  1979). 

Peer  Counseling 

In  Fennimore,  Wisconsin,  the  Southwest  Wisconsin  Vocational,  Tech- 
nical, and  Adult  Education  Center  began  a  piogram  target^^d  specifically  at  rural 
displaced  homemakers.  PIVOT  (Persons /nvolved  in  Vocational  Orientation  and 
Training)  includes  outreach  workers  who  identify  the  women  and  a  van  to  get 
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services  to  the  women  and  women  to  programs.  A  key  ingredient  of  the  program, 
however,  is  the  "chum,"  a  woman  who  works  with  the  homemaker  one-on-one, 
acting  as  listener,  adviser,  friend,  and  supporter  (Grengg  &  Thompson,  1981). 

Using  Cooperative  Extension  Programs 

Tiiough  no  organized  program  was  identified  in  the  U.S.  Department  of 
Agriculture's  Cooperative  Extension  Program,  in  rural  areas  the  county  agent  is 
in  an  ideal  position  to  educate  women  for  new  roles  in  the  work  force.  The  agent 
is  nonthreatening,  trusted  by  men  as  well  as  women.  In  Vermont,  for  example, 
one  home  economics  consultant  for  the  extension  service  is  actively  involved  in 
increasing  women's  awareness  of  educational  and  economic  opportunities  (M. 
A.  Luciano,  personal  communication,  April  I,  1982).  In  Washington,  Oregon, 
Idaho,  and  Nevada,  Cooperative  Extension  is  developing  a  leadership  training 
program  for  rural  women  through  the  homemakers'  clubs,  using  volunteers. 

Unfortunately,  however,  all  extension  agents  arc  not  progressive.  In  other 
states,  educators  report  that  the  networks  of  bomemakers'  clubs  sponsored  by  the 
extension  service  perpetuate  the  image  of  the  girl  as  principally  a  homemaker. 
Furthermore,  a  national  survey  indicates  that  those  women  who  might  benefit  the 
most — the  least  educated  and  poorest — are  least  likely  to  go  to  the  county  agent 
for  assistance.  Still,  the  extension  service  has  the  potential  to  be  a  valuable 
resource  in  rural  areas  if  the  agents  recognize  the  educational  and  economic 
needs  of  the  girls  and  women. 

SOME  FINAL  OBSERVATIONS 

This  quick  survey  of  a  sample  of  states  has  identified  new  Ideas  to  bring 
about  sex  equity  that  are  being  tried  In  rural  communities.  Most  rely  on  commu- 
nity resources  and  emphasize  outreach.  Few  are  what  one  would  consider  a 
radical  departure  from  rural  traditions.  Perhaps  given  the  characteristics  of  rural 
America,  programs  requiring  dramatic  changes  would  be  unacceptable.  Instead, 
the  surveys  shows  that  most  efforts  build  on  local  institutions.  They  include 
systematic  programs  for  educating  school  administrators,  staff,  and  commu- 
nities, to  ensure  that  those  women  who  are  home-bound  due  to  distances  and  lack 
of  transportation  have  educational  opportunities  and  programs  open  to  them. 
Some  programs  help  women  enter  nontradltional  areas  of  study  and  jobs,  and 
these  women  will  themselves  become  the  role  models  necessary  for  opening  new 
areas  to  younger  girls  in  the  future. 

Another  observation  is  that  most  programs  focus  on  women  and  teenagers 
rather  than  girls  in  elementary  or  junior  high  schools.  This  does  not  mean  that 
there  are  no  efforts  in  rural  schools  to  achieve  sex  equity;  however,  few  are 
designed  specifically  to  overcome  or  to  exploit  rural  conditions. 

Being  rural  and  female  creates  a  double  bind  for  girls  growing  up  and 
going  to  school  in  the  country.  Isolation  and  rural  fundamentalism  exacerbate  the 
traditional  barriers  to  equal  educational  opportunities.  Technology  may  prove  to 
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solve  at  least  one  aspect  of  the  problem  of  isolation — limited  access  to  educa- 
tion— by  bringing  a  wider  range  of  educational  opportunities  to  the  rural  woman. 
While  there  is  considerable  research  concerning  the  use  of  technology  in  rural 
schools,  there  is  little  on  the  use  of  technology  for  isolated  rural  women.  One 
recommendation,  then,  is  to  investigate  the  use  of  technology  to  reach  isolated 
rural  women  (for  example,  using  Control  Data  Corporation's  Small  Farm  Project 
to  offer  educational  programs  to  women  who  live  on  farms). 

The  problem  of  rural  conservatism  is  more  solidly  entrenched  and  can  be 
best  addressed  not  by  outsiders  but  by  rural  women  themselves.  Organizations 
such  as  WIFE  (Women  Involved  in  Farm  Economics)  and  RAW  (Rural  Ameri- 
can Women)  are  already  working  to  make  women  aware  of  educational  and 
economic  options.  Rural  activist  organizations,  howevc/,  are  more  difficult  to 
coalesce  because  they  are  so  geographically  dispersed,  and  even  meetings  carry  a 
high  cost.  A  recommendation,  then,  is  for  foundations  and  government  programs 
to  support  rural  women's  organizations  that  are  working  to  inform  women  about 
expanded  educational  and  economic  opportunities  and  particulariy  to  support 
efforts  for  self-education. 

Research  has  neglected  rural  women's  issues.  Unfortunately,  policy  ana- 
lysts are  prely  able  to  consider  either  the  effect  of  rural  life  on  giris'  educational 
experiences  or  the  effect  of  rural  labor  markets  on  women's  economic  oppor- 
tunities; rural  conditions  are  lost  in  the  aggregate  statistics.  This  leads  to  three 
final  recommendations,  not  for  a  research  agenda,  but  for  adequate  research 
designs.  (1)  If  sampling  procedures  are  used  to  research  women's  educational 
issues,  rural  areas  ought  to  be  oversampled  to  ensure  statistical  validity  and  to 
allow  disaggregation  by  size  of  community.  This  is  already  frequently  done  for 
racial  and  ethnic  minorities.  (2)  Similariy,  the  work  women  do  in  rural  areas 
ought  to  be  examined  separately  from  work  women  generally  do,  particulariy 
with  regard  to  entrepreneurial  activities  of  rural  women  and  their  role  in  family 
business  management.  (3)  Most  of  the  assumptions  about  the  effects  of  rural  life 
on  giris'  education  are  based  on  small  numbers  of  interviews  or  illustrative  case 
studies,  and  we  have  little  information  with  which  to  measure  the  extent  of  the 
f^roblems  rural  women  face  or  regional  differences  among  rural  areas.  Here,  new 
research  would  provide  information  needed  to  design  policies. 

The  goals  of  sex  equity  in  rural  communities  are  modest;  nevertheless,  if 
we  arc  persistent  enough  we  can  bring  about  lasting  changes  in  rural  commu- 
nities that  are  inherently  resistant  to  change. 
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In  the  past,  educational  programs  prepared  individuals  for  a  role  they  were 
expected  to  fill  for  their  entire  adult  lives.  Women  were  expected  to  be  home- 
makers,  wives,  and  mothers;  men,  the  family  breadwinners.  This  assumption  of 
unchanging  lifelong  roles  was  probably  always  overly  simplistic,  but  it  has 
become  increasingly  inappropriate  in  recent  years. 

Today  change  has  become  the  one  constant  in  every  adult's  life.  Some  of 
these  changes  are  the  result  of  personal  decisions,  while  other  changes  are 
imposed  by  external  forces.  As  change  in  life  has  become  increasingly  frequent, 
educational  programs  have  tried  to  help  adults  meet  this  challenge. 

The  relationship  between  change  and  education  has  been  highlighted  in 
Americans  in  Transition:  Life  Changes  As  Reasons  for  Aault  Learning  (Aslanian 
&  Brickcll,  1980).  Interviews  with  almost  2,000  adults  aged  25  and  older 
showed  they  had  gone  back  to  school  or  decided  to  study  on  their  own  in  order  to 
cope  with  changes  in  their  lives. 

Changes  have  had  an  especially  strong  impact  on  adult  women  during  the 
past  decaOe.  Many  more  women,  especially  women  with  children,  are  now 
working  jor  pay  outside  of  the  home.  In  1979,  41%  of  women  with  children 
under  the  age  of  3  were  in  the  labor  force,  as  were  52%  of  mothers  of  children 
between  the  ages  of  3  and  5,  and  62%  of  women  with  children  aged  6  to  13.  It  is 
not  surprising,  therefore,  to  find  a  National  Center  for  Educational  Brokering 
survey  showing  that  adult  women  were  more  than  half  of  the  clients  seeking 
counseling  and  information  about  educational  and  career  opportunities.  These 
women  were  divided  between  those  wishing  to  reenter  the  work  force  (48%)  and 
those  who  were  changing  jobs  (46%). 

Because  ciiangc  is  so  much  a  part  of  adult  womcn*s  lives,  educational 
planning  for  them  needs  to  be  viewed  from  the  perspective  of  adult  development. 

The  authors  wish  to  thank  Jean  Campbell,  Mariam  Chamberlain,  Carol  Eliason,  and  Barbara 
Richardson  for  their  assistance. 
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For  women,  midlife  often  means  a  new  opportunity  for  education,  employment, 
and  community  service.  More  research  is  needed  to  understand  female  develop- 
ment through  the  life  cycle  and  to  determine  how  discontinuous  education  and 
work  histories  affect  the  lives  of  adult  women. 

One  of  the  important  outcomes  of  adult  women's  participation  in  education 
is  improved  confidence  and  self-esteem.  Education  thus  becomes  an  empowering 
force,  enabling  women  to  cope  with  the  changes  in  their  lives  and  to  create 
change  where  it  is  needed. 

This  chapter  begins  with  a  description  of  adult  women  and  educational 
programs  for  them.  Next,  we  discuss  the  increasing  importance  of  education  for 
adult  women  and  how  institutional,  situational,  and  personal  barriers  can  limit 
women's  opportunity  to  obtain  this  education  Programs  that  deal  with  these 
barriers  are  then  described.  The  chapter  concludes  with  our  views  of  future  needs 
in  educational  programming  for  adult  women  and  with  our  recommendations. 

ADULT  WOMEN  AND  THE  PROGRAMS 
THAT  SERVE  THEM 

In  this  chapter  we  define  adult  women  as  females  aged  25  or  older.  We 
choose  this  age  for  both  conceptual  and  practical  reasons.  Most  women  who  have 
had  a  continuous  educational  history  are  at  or  near  its  completion  by  age  25. 
Also,  federal  statisticians  often  use  this  age  as  a  breakpoint  when  gathering  data 
on  educational  participation. 

Adult  women  are  a  diverse  population.  We  will  discuss  four  main  sub- 
groups: reentry  women,  displaced  homemakers,  employed  women,  and 
older/retired  women.  However,  these  groups  should  not  be  thought  of  as  dis- 
crete; there  is  considerable  overiap.  Educators  designing  programs  should  avoid 
relying  on  stereotypic  views  of  any  group. 

The  term  "reentry  women"  describes  women  who  are  resuming  education 
after  a  hiatus,  usually  involving  h  jmemaking.  They  may  be  seeking  education  as 
an  end  in  itself  or  as  an  avenue  to  employment.  The  term  "displaciid  home- 
maker"  describes  adult  women  who  are  being  catapulated  into  the  labor  force  by 
a  change  in  life  circumstances;  most  have  been  recently  widowed,  divorced,  or 
left  in  other  circumstances  forcing  them  to  become  financially  responsible  for 
themselves  and,  often,  for  their  children. 

Characteristics  of  Adult  Women  Learners.  Although  there  are  a  number 
of  studies  which  purport  to  describe  the  special  characteristics  of  adult  women 
learners,  most  should  be  viewed  with  caution  because  variations  between  sub- 
populations  have  not  been  taken  into  consideration.  Cross  (1979,  p.  103)  points 
out  that  the  "highly  consistent  research  finding"  that  women  are  more  interested 
in  hobbies  and  personal  development  and  men  are  more  interested  in  job-oriented 
education  fails  to  take  into  consideration  the  fact  that  some  women  but  almost  no 
men  are  fulJ-timc  homemakers.  She  adds  that  there  is  evidence  that  differences  in 
interests  between  women  in  the  labor  force  and  those  who  are  homemakers  are 
greater  than  those  between  men  and  women. 
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One  consistent  finding,  however,  is  that  adult  women  are  more  academ- 
ically and  intellectually  oriented  than  younger  women  (Esperson,  1975),  have 
more  positive  attitudes  toward  education  and  are  more  effective  academically 
(Clements,  1974),  and  achieve  higher  grade-point  averages  than  other  groups  of 
students  (Beausang,  1976).  In  short,  adult  women  make  good  students. 

Needs  of  Adult  V'omen  Learners.  Adult  learners  have  a  variety  of  special 
needs.  Chief  among  these,  according  to  Cross  (1979),  are  schedules  set  at  times 
when  adults  are  free  to  participate,  courses  that  are  offered  in  convenient  loca 
tions,  teaching  methods  other  than  classroom  lectures,  and  information  and 
counseling  -ervices.  Mangano  and  Corrado  (1978)  found  that  the  availability  of 
evening  and  weekend  classes  and  registration,  credit  for  life  experiences,  and 
vocabulary-  and  mathematics-skill  improvement  courses  are  high-priority  needs 
for  adult  students,  both  female  and  male.  Adult  women  also  expressed  the  need 
for  remedial  and  support  services,  encouragment  and  reassurance,  and  academic 
skills  improvement  courses.  Supportive  learning  environments  for  adult  women 
have  been  shown  to  make  a  significant  difference  in  educational  outcomes  (Her- 
man, Gelsco,  Greenfeig,  &  Hirsch,  1977).  Adult  women  students  report  that 
their  biggest  problem  is  finding  time  both  for  their  studies  and  for  their  home/job 
responsibilities  (Esperson,  1975). 

Types  of  Educational  Programs  for  Adult  Women.  There  is  a  wide  vari- 
ety of  educational  programs  serving  adult  women  students.  These  include  both 
forma!  and  informal  education  at  the  elementary,  secondary,  and  postsecondary 
levels,  in  both  credit  and  noncredit  classes,  part-time  and  full-time.  Although  we 
discuss  the  informal  and  noncredit  courses  offered  by  community  organizations, 
employers,  and  unions,  our  emphasis  in  this  chapter  is  on  postsecondary  pro- 
grams that  offer  credit  because,  in  our  credential-oriented  society,  these  pro- 
grams appear  to  offer  greater  potential  for  creating  sex  equity  than  does  nonfor- 
mal  education.  Nearly  half  (45%)  of  all  adult  students  are  enrolled  in  credit 
courses  leading  to  a  high  school  certificate  (3.9%),  a  trade  or  professional  certifi- 
cate or  license  (9.4%),  a  2-  or  4-year  college  degree  (13.2%),  or  a  graduate  or 
professional  degree  (10.0%). 

One  problem  that  has  limited  the  acceptance  of  nonformal  learning  is  the 
difficulty  in  monitoring  the  quality  of  learning  in  nonschool  settings.  Nev- 
ertheless, noncredit  and  nonformal  educational  programs  involve  the  largest 
group  of  adult  learners.  In  1975,  more  than  half  (55%)  of  all  adult  leamenj  were 
in  noncredit  courses.  Methods  have  been  developed  to  help  adults  receive  college 
credit  for  many  kinds  of  noncredit  education  and  training  programs  (American 
Council  on  Education,  1980;  University  of  the  State  of  New  York,  1977). 

Discussions  of  educational  programs  for  adults  are  often  complicated  by 
fhc  use  of  similar  terms  describing  different  types  of  programs,  especially  adult 
education,  adult  basic  education,  continuing  education,  and  continuing  education 
for  V'omen.  "Adult  education"  describes  the  formal  learning  activities  of  adults 
who  are  not  enrolled  full-time  in  a  secondary  school  or  college.  In  1981,  more 
than  21  million  adults  were  invdved  in  some  type  of  adult  education  (National 
Center  for  Education  Statistics,  1983).  Of  these  about  11.8  million,  or  55%, 
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were  women.  About  a  quarter  of  all  adult  education  courses  are  offered  by 
community  colleges  or  vocational-technical  institutes;  another  quarter  are  pro- 
vided by  noncollegiate  organizations  such  as  businesses,  industries,  private  and 
community  organizations,  unions,  and  government  agencies;  and  4-year  colleges 
offer  about  20%.  About  60%  of  adult  education  courses  are  related  to  the  learn- 
ers' jobs.  The  probability  of  individuals'  participating  in  adult  education  in- 
creases with  their  educational  attainment  (U.S.  Bureau  of  the  Census,  1980). 
More  than  70%  of  all  adult  education  students  are  high  school  graduates,  and 
over  40%  have  completed  four  years  of  college. 

"Adult  basic  education,"  which  should  not  be  confused  with  adult  educa- 
tion, provides  instruction  for  adults  at  the  elementary  and  secondary  levels. 
Many  of  these  adults  are  seeking  a  high  school  equivalency  certificate  (GED)  or 
are  in  programs  to  learn  English  as  a  second  language.  More  than  half  (55%)  of 
the  participants  in  these  programs  in  1976  were  women,  and  more  than  half 
(55%)  were  members  of  minority  groups  (U.S.  Bureau  of  the  Census,  1980). 
Thus,  these  programs  are  important  avenues  to  race  and  sex  equity. 

The  term  "continuing  education"  is  used  to  describe  the  lifelong  learning 
activities  of  adults.  It  includes  both  nondegree  programs  in  adult  education,  such 
as  self-imprcvement  courses,  and  continuing  professional  education  programs, 
which  help  employed  adults  remain  aware  of  changing  knowledge  and  tech- 
niques in  their  field.  Many  institutions  award  a  continuing  education  unit  (CEU) 
to  indicate  that  adults  have  participated  in  noncredit  continuing  education 
programs. 

The  term  "Continuing  Education  for  Women"  (CEW)  was  originally  used 
to  describe  programs  to  provide  degree-oriented  postsecondary  education  for 
adult  women  in  a  more  flexible  manner  than  tr^iitional  postsecondary  programs. 
In  recent  years  this  term  has  come  to  include  both  credit  and  noncredit  programs 
serving  adult  women. 

WHY  ARE  ADULT  WOMEN  AN  IMPORTANT 
EDUCATIONAL  GROUP? 

During  the  1970s,  adult  women  were  the  most  rapidly  increasing  group  in 
postsecondary  education.  Recent  data  (National  Center  for  Education  Statistics, 
1982)  show  that  between  1970  and  1980  the  number  of  women  enrolled  in 
college  increased  from  3,537,000  to  6,223,000.  The  biggest  increase  was  in 
part-time  adult  women  students  aged  25  to  34  in  2-ycar  and  4-ycar  colleges;  part- 
time  adult  women  students  aged  35  and  older  also  increased  dramatically. 

Projections  are  that  by  1988,  the  enrollment  of  adult  women  in  formal 
postsecondary  education  will  further  increase,  except  for  full-time  women  stu- 
dents aged  35  or  older  (National  Center  for  Education  Statistics,  1980).  If  these 
projections  are  accurate,  adul*  women  will  be  22%  of  all  postsecondary  students 
by  1988. 

A  Changing  Profile?  There  is  some  indication  that  the  characteristics  of 
adult  women  seeking  formal  education  may  be  changing.  Data  from  the  Univer- 
sity of  Michigan  CEW  program  show  a  leveling-off  in  the  number  of  program 
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participants  (Campbell,  1981).  The  percentage  of  married  women  participants 
declined  from  81%  in  1964  to  35.1%  in  1980.  The  proportion  of  divorced 
women  more  than  doubled  to  18%,  The  most  dramatic  increase,  however,  was  in 
single  women,  who,  at  42.2%  made  up  the  largest  group  of  program  participants. 
The  average  age  of  program  participants  also  dropped  from  37.5  in  the  1960s  to 
about  30.  According  to  Campbell,  more  than  half  of  the  Michigan  program 
participants  in  1980  had  no  children,  contrasted  with  12%  in  1965.  TTie  other 
dramatic  change  in  the  Michigan  participant  profile  reflects  the  change  in  wom- 
en's employment  outside  of  the  home.  In  1965,  fewer  than  25%  of  the  partici- 
pants were  employed;  by  1980  the  proportion  of  employed  women  was  56%.  In 
1965,  about  half  of  the  program  participants  were  primarily  homemakers;  this 
had  decreased  to  23%  by  1980. 

These  population  changes  mean  program  changes.  Campbell  (1981,  p.  9) 
has  pointed  out  that  employed  women  are  not  concerned  with  "making  the  initial 
move  from  homemaking  to  paid  employment  or  a  return  to  school,  but  rather 
selecting  a  more  appropriate,  satisfying  or  promising  career  path."  Such  women 
may  be  considering  a  return  to  school  for  a  different  or  higher  degree,  but  the 
decision  is  couched  in  the  overall  framework  of  immediate  and  long-range  em- 
ployment, a  distinct  difference  from  the  decisions  about  returning  to  work  made 
by  women  20  years  ago.  For  many  women  today,  a  return  to  school  may  mean 
giving  up  current  employment;  for  those  who  have  no  other  source  of  support, 
such  a  decision  must  be  weighed  carefully  in  terms  of  the  probable  long-term 
payoff. 

A  special  strength  of  the  Michigan  program  is  that  it  integrates  service, 
advocacy,  and  research.  This  allows  the  pr<^gram  staff  to  identify  demographic 
and  attitudinal  changes  in  the  women  coming  to  them  and  to  modify  the  program 
to  meet  these  changing  needs. 

WHAT  ARE  THE  EDUCATIONAL  BARRIERS  FACING 
ADULT  WOMEN? 

This  section  uses  the  conceptual  framework  of  institutional,  situational, 
and  personal  barriers  that  has  been  used  in  other  discussions  of  adult  women's 
education  (for  example,  Ekst/om,  1972;  Tittle  &  Denker,  1980).  Institutional 
barriers  include  admissions  and  financial  aid  practices,  regulations,  curricula, 
services,  and  faculty  and  staff  attitudes  that  create  special  problems  for  adult 
women.  Situational  barriers  include  the  sociological,  financial,  family,  health, 
and  residential  circumstances  that  may  limit  the  educational  participation  of  adult 
women.  Personal  barriers  include  the  psychological  and  societal  factors  that 
affect  adult  women,  such  as  attitudes,  expectations,  fears,  self-concept,  sex  role 
conflicts,  sex  stereotypes,  and  work  values. 

Institutional  Barriers.  Barriers  to  formal,  for-credit  postsecondary  edu- 
cation arc  discussed  in  chapter  24.  We  emphasize  here  those  that  create  specia! 
problems  for  adult  women.  This  discussion  applies  primarily  to  undergraduate 
education  for  credit. 

The  application  process  is  often  the  first  barrier  for  the  adult  woman 
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returning  to  school.  Adults  are  often  required  to  present  the  same  credentials  as 
the  traditional  18-year-old  applicant.  Requiring  out-of-date  high  school  tran- 
scripts and  test  scores  fa'.lo  to  acknowledge  t.iat  changes  have  taken  place  in  an 
individuars  knowledge,  skiUs),  and  motivation  during  the  intervening  years. 
Taking  an  admissions  test  after  many  years  away  from  formal  education  is  a 
frightening  experience  for  many  adults.  Women  who  have  been  away  from 
school  for  a  number  of  years  frequently  need  to  practice  and  renew  their  mathe- 
matical skills.  Many  institutions  make  no  provisions  for  any  test  preparation  or 
mathematics  refresher  courses.  Lack  of  these  creates  a  special  obstacle  for  the 
entrance  of  adult  women  into  science  and  technology  programs. 

With  rising  tuition  costs,  financial  aid  has  become  increasingly  necessary 
for  many  adult  students — particularly  for  women  wl?c  may  feel  that  they  are  in 
competition  with  their  own  children  for  family  educational  funds.  However, 
financial  aid  requirements  still  favor  the  younger  student  attending  school  full 
time.  The  publication  Better  Late  Than  Never  (Women's  Equity  Action  League, 
1982)  identifies  financial  aid  sources  for  adult  women. 

Institutional  regulations  also  create  barriers  for  aduh  women.  Chief  among 
these  is  the  failure  to  provide  credit  for  learning  from  prior  experience.  This  is  an 
especially  serious  obstacle  for  displaced  homemakers  and  for  employed  women. 
Another  common  problem  is  institutional  regulations  that  place  time  limits  on  the 
recognition  or  transfer  of  ci edits  for  courses  previously  taken.  Scheduling  of 
courses  at  inconvenient  times  and  locations  also  affects  adult  women  students. 

Educational  programming  for  adult  women  needs  to  give  more  attention  to 
alternative  forms  of  course  presentation  such  as  the  use  of  telecommunications, 
radio,  videodisks,  and  other  technology  that  will  enable  adult  learners  to  receive 
instruction  regardless  of  limitations  of  time  and  place.  This  is  particularly  impor- 
tant for  rural  women  and  for  handicapped  women. 

Adult  women  students  need  counseling  that  is  timely  and  appropriate  for 
their  needs.  A  study  of  adult  women  students  at  the  University  of  Minnesota 
(Lutter,  1982)  found  that  "women  aged  37-45  experienced  a  great  deal  of 
dissonance  between  old  expectations  and  new  desires.  Ahhough  most  still  have 
children  at  home,  a  significant  number  arc  working  full  or  part  time.  Frustrations 
and  problems  arise  because  they  rarely  have  placed  personal  desires  first.  The 
research  indicates  that  this  group  needs  special  support;  they  were  torn  between 
what  they  'should  not  do  and  be'  in  the  traditional  sense,  and  what  they  'could  do 
or  be'  as  articulated  by  younger  women"  (n.p.).  If  counselors  are  not  aware  of 
this  dilemma,  attrition  is  likely  to  occur.  This  is  not  to  say  that  every  educational 
institution  must  provide  all  the  types  of  counseling  and  support  services  that  may 
be  needed  by  adult  women.  Counselors  must  be  aware  of  and  able  to  refer 
v/omen  to  appropriate  community  services,  especially  if  the  hours  that  counsel- 
ing, library,  child  care,  and  other  services  are  available  on-campus  do  not  coin- 
cide with  the  schedules  of  adult  women  students.  Many  faculty  members  and 
counselors  have  a  limired  knowledge  of  the  educational  and  career  opportunities 
now  available  to  adult  women.  As  a  consequence,  too  many  adult  women  are 
being  given  outdated  information  about  their  educati(  .al  and  career  options. 
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A  more  subtle  form  of  institutional  barrier  occurs  in  the  classroom  mterac- 
tions  between  faculty  members  and  adult  women  students.  As  Sandler  and  her 
colleagues  (Hall,  1982)  have  pointed  out,  "Older  women  often  suffer  the  results 
of  compounded  stereotypes  .  .  .  and  find  it  extremely  difficult  to  be  taken  se- 
riously as  students.  Frequently,  they  are  devalued  not  only  because  of  their  sex, 
but  also  because  of  iheir  age  and  part-time  status.  Too  often,  they  are  viewed  as 
bored,  middle*aged  women  who  are  returning  to  school  because  they  have  noth- 
ing better  to  do"  (p.  12).  The  lack  of  women  faculty  members  who  are  them- 
selves reentry  women  undoubtedly  contributes  to  this  problem. 

Finally,  adult  women  students  need  to  have  contact  with  other  students, 
especially  those  like  themselves.  Yet,  women's  centers  or  centers  for  adult 
students  are  not  always  available. 

Situational  Barriers.  Among  the  major  situational  factors  that  may  act  as 
educational  barriers  for  adult  women  are  socioeconomic  status  and  ethnic  or 
racial  group  membership.  In  the  past,  middle-class  white  women  were  the  pre- 
dominant grcup  in  many  educational  i  rograms  for  adult  women.  There  is  now 
more  socioeconomic  and  racial  diversity  in  both  formal  and  informal  educational 
settings. 

A  second  major  group  of  situational  barriers  are  those  related  to  the  family. 
Several  studies  have  found  family  needs  and  responsibilities  to  be  the  most 
serious  obstacle  to  adult  women's  education.  For  married  women,  husbands' 
attitudes  about  education  play  an  important  role.  For  displaced  homemakers  and 
other  single  parents,  head-of-household  responsibilities  constitute  a  serious 
obstacle.  "The  problems  of  these  women  are  indeed  severe.  Often  trapped  in 
low-paying  jobs  owing  to  factors  such  as  lack  of  education  or  sex  discrimination, 
they  cannot  afford  the  additional  s  hooling  they  need  to  lift  them  out  of  their 
predicament"  (Fkstrom,  1972,  p.  47).  Childcare  responsibilities  are  also  a  spe- 
cial problem  for  many  adult  women  students,  especially  for  working  mothers. 
Other  adult  women  have  responsibilities  caring  for  ill  or  elderly  parents  or 
spouses. 

Time  conflicts  and  stress  are  a  major  result  of  these  situational  barriers. 
Lack  of  time,  whether  real  or  perceived,  often  prevents  adult  women  from 
enrolling  in  school  or  from  participating  in  informal  learning  opportunities. 
Those  who  do  enroll  frequently  find  themselves  overwhelmed  by  conflicting 
demands  on  their  time.  Greater  flexibility  in  educational  institutions  could  allevi- 
ate some  of  this  strain.  Also,  many  women  are  not  aware  that  innovative  pro- 
grams, such  as  those  that  grant  external  degrees,  can  provide  more  flexibility  by 
allowing  them  to  study  outside  of  the  usual  classroom  structure. 

Geographic  location  and  lack  of  mobility  are  also  special  problems  for 
many  adult  women  students.  While  younger  students  may  be  able  to  travel  away 
from  home  for  postsecondary  education,  this  is  not  a  common  option  for  adult 
women.  Location  presents  rural  women  with  special  problems  in  obtaining  addi- 
tional education.  Women  with  a  physical  handicap  or  health  problems  are  es- 
pecially concerned  with  barriers  that  arise  from  their  limited  mobility. 

Personal  Barriers.    Adult  women  returning  to  education  may  have  con- 


438    SEX  EQUITY  STRATEGIES  FOR  SPECIFIC  POPULATIONS 


siderable  ambivalence  about  this  decision.  Three  personal  factors  that  inhibit 
women's  aspirations  have  been  identified  by  DiSabatino  (1976).  Thest!  are  sex 
role  conflicts,  poor  self-esteem,  and  fear  of  failure.  A  woman's  perceptnn  of  her 
role  in  society  affects  her  decision  about  continuing  her  education.  As  Adler 
(1976)  pointed  out,  "Men  have  been  raised  to  assume  they  will  have  a  career;  the 
nature  of  their  choice  is  which  career.  Women,  in  contrast,  are  generally  taught 
to  place  work  secondary  to  family;  they  should  have  a  career  until  marriage  or  to 
fall  back  on  if  necessary,  but  it  should  not  interfere  with  their  marriage  oppor- 
tunities Thus,  many  women  engage  in  'contingency  planning'  and  leave  their 
options  open  until  they  find  whom  they  will  marry"  (p.  202).  Adult  women  may 
be  under  pressure  from  their  parents,  their  husbands,  or  others  to  adopt  what 
these  individuals  believe  to  be  an  appropriate  role,  forgoing  education  tor  unpaid 
work  in  the  home  and  in  volunteer  organizations.  In  recent  years,  however, 
younger  women  have  been  questioning  previous  perceptions  of  women's  roles 
and  may  experience  fewer  conflicts. 

The  psychological  literature  shows  that,  in  general,  females  have  a  poorer 
self-concept  than  males.  This  is  especially  true  for  adult  women  and  for  lower 
socioeconomic  status  women.  Turner  (1977)  has  discussed  how  gender  and  age 
stereotypes  intersect  and  the  effects  of  this  on  middle-aged  and  older  women. 
Fear  of  failure  has  kept  many  adult  women  from  returning  to  school  and,  when 
they  do  return,  contributes  to  their  selecting  educational  choices  from  a  narrow 
range  of  programs,  either  because  the  program  draws  on  familiar  skills  or  be- 
cause it  is  a  traditionally  female  field. 

Dependence  and  learned  helplessness  have  often  been  cited  as  personal 
characteristics  affecting  adult  women's  educational  participation.  The  willing- 
ness of  many  adult  women  to  achieve  vicariously,  through  the  accomplishments 
of  children  or  husband,  rather  than  directly,  through  personal  accomplishment, 
has  also  been  cited  as  contributing  to  their  ambivalence  about  additional  formal 
education. 

WHAT  KINDS  OF  EDUCATIONAL  PROGRAMS  WORK 
FOR  ADULT  WOMEN? 

Most  existing  formal  educational  programs  for  adult  women  focus  on 
serving  reentry  women  and  displaced  homemakcrs.  This  section  will,  therefore, 
concentrate  on  these  populations.  It  will  also,  however,  include  material  about 
programs  for  women  without  a  high  school  diploma,  programs  emphasizing 
experiential  learning,  programs  to  encourage  women  to  enter  nontraditional  oc- 
cupations, programs  for  employed  women,  and  programs  for  older  women.  The 
emphasis  on  programs  for  reentry  women  and  displaced  homemakers  should  not 
be  taken  as  an  indication  that  other  adult  women  do  not  have  special  needs. 
Instead,  it  is  an  indicator  that  the  educational  needs  of  these  other  groups  must 
have  greater  attention. 

Reentry  Women.  The  earliest  special  programs  for  adult  women  students 
seeking  to  return  to  college  were  the  Continuing  Education  for  Women  (CEW) 
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programs,  which  began  in  the  1960s.  As  Astin  (1976)  described  them,  these 
experiments  did  not  seek  to  create,  nor  did  they  propose,  an  alternative  system; 
rather,  they  aimed  at  opening  the  existing  system  so  that  the  riches  could  be 
enjoyed  by  adult  women  without  struggle,  without  eternal  requests  for  excep- 
tions to  rules,  and  also  without  conformity  to  structures  and  timing  meant  for 
young,  unmarried,  unemployed  students.  The  common  purpose  of  these  CEW 
programs  was  to  explore  every  possible  way  of  making  higher  education  av<  il- 
able — part  time,  full  time,  and  recurrently — throughout  a  woman's  life,  when- 
ever she  had  a  reason  and  a  desire  for  it.  Women's  continuing  education  identi- 
fied, and  sometimes  created,  curricular  avenues  and  flexibilities  of  timing, 
location,  admission,  and  financial  aid  that  would  bring  such  goals  within  reach. 

The  unique  creation  of  CEW  was  the  provision  of  preadmission  academic 
information  and  referrr.l  for  adults,  using  techniques  that  differed  from  traditional 
student  counseling.  This  preadmission  academic  advice  included  choices  based 
on  individual  goals,  existing  commitments,  and  levels  of  competence  rather  than 
on  the  hospitality  of  the  institution  providing  the  counseling. 

The  number  of  programs  based  on  the  CEW  idea  increased  rapidly.  Ac- 
cording to  Hersh  (1980),  there  were  20  programs  by  1963,  100  by  1966,  376  by 
1973,  and  500  by  1976.  Howevc  ,  many  of  these  later  programs  differed  consid- 
erably from  the  original  CEW  concept.  Astin  noted  that  a  number  of  the  pro- 
grams developed  by  the  mid-1960s  were  not  campus-based,  and  others  had  very 
tenuous  connections  with  the  degree-granting  parent  institutions,  A  summary 
describing  reentry  programs  for  mature  women  can  be  found  in  Cirksena  and 
Hereth  (1977,  .  review  of  the-research  on  returning  women  students  has  been 
prepared  by  Scott  (1980). 

There  are  several  major  features  that  should  be  present  in  programs  for 
reentry  women  and  that  can  be  used  in  evaluating  these  programs  (Tittle  & 
Denker,  1980).  These  include  institutional  flexibility  in  course  scheduling  and 
location,  providing  credit  for  experiential  learning,  providing  orientation  pro- 
grams, providing  child  care  facilities  or  financial  support  for  child  care,  counsel- 
ing, presence  of  a  women's  center  or  support  group,  career  development  oppor- 
tunities, job  placement,  funding  from  the  institutional  operating  budge:  and 
commitment  to  a  full-time  professional  staff,  organizational  placement  of  the 
program  that  reflects  the  institution's  commitment  and  responsibility,  and  pro- 
gram evaluation. 

The  National  Science  Foundation  (NSF)  Women  in  Science  Program,  like 
most  of  the  eariy  CEW  programs,  can  be  viewed  as  emphasizing  previous  educa- 
tion. The  NSF  program,  described  in  Reentry  Women  Scientists  (Lantz, 
Houghton-Alico,  &  Eaton,  1980),  was  designed  for  women  who  already  have 
college  degrees  in  science  and  who  are  unemployed  or  underemployed.  The 
objective  is  to  prepare  the  participants  for  graduate  school  or  for  scientific  em- 
ployment. This  program  has  been  most  useful  in  helping  women  who  had  experi- 
ence in  science  teaching  find  jobs  in  industry. 

Another  source  of  program  models  for  reentry  women  is  the  materials  that 
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have  been  developed  under  grants  from  the  Women's  Educational  Equity  Act 
Program.  (Unless  otherwise  indicated,  they  are  available  from  the  Education 
Development  Center,  55  Chapel  Street,  Newton,  MA  02160)  These  materials 
include  Continuing  Education  for  Women:  Administrator's  Handbook;  Second 
Wind:  A  Program  for  Returning  Women  Students,  and  New  Directions  for  Rural 
Women:  A  Workshop  Leader's  Manual,  Another  program,  Re-Entry  Women,  is 
available  from  the  Project  on  the  Status  and  Eaucation  of  Women,  Association  of 
American  Colleges,  1818  R  Street,  NW,  Washington,  DC  20009. 

Catalyst  (14  East  60th  Street,  New  York,  NY  10022)  and  Wider  Oppor- 
tunities for  Women  (1325  G  Street,  NW,  Washington,  DC  20005)  are  two 
national  organizations  that  have  pioneered  in  the  development  of  counseling 
programs  and  materials  for  reentry  women.  Catalyst  has  produced  several  excel- 
lent publications  for  adult  wonen  retux*ning  to  the  raid  work  force.  They  include 
What  to  Do  with  the  Rest  of  Your  Life  and  How  to  Go  to  Work  When  Your 
Husband  fs  Against  It,  Your  Children  Aren't  Old  Enough,  and  There's  Nothing 
You  Can  Do  Anyhow. 

In  the  1960s,  reentry  women  were  primarily  interested  in  completing  their 
college  education.  Today  they  are  becoming  more  interested' in  education  that 
leads  to  paid  employment.  This  change  is  bringing  programs  for  reentry  women 
closer  to  programs  for  displaced  homemakcrs. 

Programs  for  Displaced  Homemakers.  Educational  programs  for  dis- 
placed homemakers  differ  from  those  for  reentry  women  in  emphasizing  the 
development  of  job-related  and  job-finding  skills  and  in  providing  counseling  ro 
help  women  meet  a  sudden  change  in  their  lives.  The  rationale  for  this  design  lies 
in  counseling  theory  (Farmer  &  Becker,  1977),  which  points  out  the  inap- 
propriateness  of  stressing  self-fulfillment  or  other  internal  needs  when  economic 
and  security  needs  have  not  been  met.  A  detailed  description  of  the  history  of  the 
efforts  to  develop  programs  for  displaced  homemakcrs  can  be  found  in  Shields 
(1981). 

Displaced  homemakers  need  education  and  related  counseling  that  will 
provide  them  with  marketable  skills  as  quickly  as  possible.  The  National  Adviso- 
ry Council  on  Women's  Educational  Programs  reviewed  the  educational  needs  of 
displaced  homemakers  and  concluded  that  these  women  need  training  for  well- 
paying  jobs  that  offer  advancement  opportunities.  Displaced  homemakers  also 
need  to  remedy  their  ignorance  of  such  economic  realitic>  as  money  manage- 
ment, credit,  insurance,  and  banking.  They  need  access  to  financial  aid  for 
tuition,  childcare,  transportation,  clothing,  and,  frequently,  living  expenses 
(Eliason,  1978), 

The  Displaced  Homemakers  Network  Program  Policy  Statement  describes 
ho\v  these  needs  can  be  met  through  outreach,  orientation,  counseling,  assess- 
ment, life  skill  development,  skill  training,  employment  preparation,  supportive 
services,  referrals,  and  job  placement.  The  Displaced  Homemakcrs  Network, 
1010  Vermont  Ave.,  NW,  (Suite  817)  Washington,  DC  20005,  exchanges  infor- 
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mation  about  and  among  these  programs.  A  handbook,  Displaced  Homemakers: 
Program  Options  (Marano,  1978),  describes  the  approaches  used  to  start  these 
programs  and  gives  advice  on  how  to  serve  special  groups  of  displaced  home- 
makers,  such  as  rural  and  minority  women. 

Some  of  the  strongest  displaced  homemaker  programs  can  be  found  on  the 
campuses  of  junior  and  community  colleges  or  at  county  vocational  and  technical 
institutes.  These  programs  go  beyond  providing  counseling  about  career  options 
and  train  women  in  job  skills.  Materials  describing  displaced  homemaker  pro- 
grams that  emphasize  vocational  education,  created  by  the  Education  Develop- 
ment Center,  include  Vocational  Counseling  for  Displaced  Homemakers:  A 
Manual  and  Resource  Guide  for  Vocational  Educators  and  Planners:  Helping 
Displaced  Homemakers  Move  from  Housework  to  Paid  Work  through  Vocational 
Training. 

The  Women's  Educational  Equity  Act  Program  has  developed  a  variety  of 
materials  that  are  designed  for  both  reentry  women  and  displaced  homemakers 
who  are  entering  the  labor  force.  They  include  Becoming;  Business  Management 
Training  for  Rural  Women;  The  Career  Shopper's  Guide;  Displaced  Home- 
makers:  Vo'Tech  Workshop  Guide;  How  Women  Find  Jobs:  A  Guide  for  Work- 
shop Leaders;  Life  Skills  for  Women  in  Transition;  and  Placing  Rural  Minority 
Women  in  Training  Situations  for  Nontradaional  Jobs,  (These  are  available  from 
the  Education  Development  Center.)  Another  program,  Homemaking  and  Volun- 
teer Experience  Skills,  was  prepared  by  Educational  Testing  Service  and  is 
obtainable  from  Order  Fulfillment  Services,  ETS,  Princpfon,  NJ  08541. 

Programs  for  Women  without  a  High  School  Diploma,  Many  adult  wom- 
en never  contact  postsecondary  programs  because  they  have  not  completed  sec- 
ondary school  and  because  they  do  not  know  that  it  is  possible  to  receive  a  high 
school  equivalency  certificate  without  returning  to  high  school  classes.  In  addi- 
tion to  the  GED,  available  through  a  testing  program  offered  by  the  American 
Council  on  Education,  adult  women  can  often  obtain  a  high  school  diploma 
through  programs  at  community  colleges  or  vo-tech  institutes.  One  model  pro- 
gram, operated  by  the  Waukeshau  (Wisconsin)  County  Technical  Institute,  pro- 
vides adults  the  opportunity  to  earn  a  high  school  diploma  by  demonstrating 
skills  learned  through  life  experiences. 

Programs  Emphasizing  Experiential  Learning,  The  emphasis  on  experi- 
ence is  especially  important  in  programs  for  adult  women.  Experience  is  the  one 
quality  that  every  adult  women  has  more  of  than  younger  women.  Capitalizing 
on  prior  learning  experiences  is  an  effective  way  of  enabling  aduh  women  to 
build  on  their  nonformal  learning,  especially  their  unpaid  work  in  the  home  and 
the  community. 

There  are  two  basic  types  of  experiential  learning:  sponsored  learning  and 
learning  from  prior  experience.  Sponsored  learning  usually  occurs  under  the 
auspices  of  an  educational  institution  where  the  student  is  enrolled.  Four  kinds  of 
sponsored  experiential  learning  are  described  in  Internships  for  Women 
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(Mulligan,  1980):  programs  for  reentry  women,  programs  for  low-income  wom- 
en, programs  to  prepare  women  for  specific  professional  careers,  and  programs 
for  undergraduate  and  graduate  women. 

Experiential  reentry  programs  generally  include  workshops  covering  skill 
identification,  rdsumd  writing,  and  job  interviewing.  Each  woman  is  then  placed 
in  an  internship  on  the  basis  of  her  long-range  goals.  One  program.  Project  Re- 
Entry,  operated  by  the  Civic  Center  and  Clearing  House  in  Boston,  states  that 
**the  quality  of  supervision  is  the  most  critical  variable  in  determining  the  success 
or  failure  of  an  internship  and  supervision  by  a  female  men^'^r  is  extremely 
important"  (Project  Re-Entry,  1977,  p,  16). 

The  programs  for  low-income  women  include  both  displaced  homemaker 
programs  and  programs  for  training  women  currently  employed  in  low-wage 
occupations  to  enter  well-paying,  traditionally  male  occupations.  Many  of  the 
experiential  programs  for  low-income  women  were  funded  by  CETA  in  the 
1970s  and  early  1980s.  Stipended  internships  are  especially  important  for  low- 
income  women,  as  well  as  financial  support  during  the  skill  training  and  counsel- 
ing period  prior  to  the  internship  placement.  Program  models  such  as  Women  in 
Non-Traditional  Jobs  (Women's  Bureau,  1978)  emphasize  the  importance  of 
skill  training,  either  in  the  classroom  or  in  a  work-while-leaming  situation. 

Internship  programs  to  provide  women  with  preparation  for  specific  ca- 
reers in  which  they  are  underrepresented  (such  as  business  management  or  edu- 
cational administration)  have  met  with  more  difficulty  than  other  types  of  in- 
ternships, probably  because  they  are  aimed  at  helping  women  function 
successfully  in  positions  that  have  been  traditional  sources  of  male  power  and 
influence.  Thus,  these  programs  may  require  change  in  the  participating  organi- 
zation, instead  of  or  in  addition  to  change  for  the  participating  individual  (which 
is  the  focus  of  programs  for  reentry  and  low-income  women).  At  the  professional 
level,  internships  also  provide  an  important  way  for  women  to  achieve  sex 
equity.  A  model  program  for  women  in  educational  administration  is  described 
in  The  Administrative  Intern  (Adkison  &  Warren,  1980). 

Despite  their  advantages,  internships  or  other  types  of  sponsored  experien- 
tial learning  may  present  problems  for  employed  women  or  for  displaced  home- 
makers.  Financial  pressures  often  will  not  permit  women  to  accept  a  semester  or 
a  year  working  for  little  or  no  salary.  An  alternative  form  of  sponsored  experien- 
tial learning,  the  work/study  program,  appears  to  be  a  better  solution  for  these 
women.  Work/study  programs  often  use  job  sharing  or  flexitime  so  that  there  is 
little  or  no  loss  of  salary  while  the  woman  obtains  her  education.  The  typical 
work/study  or  cooperative  education  program  tries  to  integrate  classroom  experi- 
ence with  work  experience;  a  specified  amount  of  time  on  the  job  and  successful 
job  performance  are  often  part  of  the  college  degree  requirement. 

The  Women* s  Studies  Service  Learning  Handbook:  From  the  Classroom  to 
the  Community  (Fisher  &  Reuben,  1981 )  emphasizes  how  sponsored  experiential 
learning  relates  voluntary  action  and  education,  bringing  together  the  community 
and  the  campus,  social  action  and  research.  Since  one  goal  of  service  learning 
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programs  is  to  teach  women  how  to  work  for  change,  these  programs  have  great 
potential  for  increasing  sex  equity.  They  have  also  been  an  effective  link  between 
women's  studies  and  feminist  activism. 

The  other  form  of  experiential  learning  that  is  of  impc.iance  to  adult 
women  is  assessment  or  evaluation  of  learning  from  prior  experience.  These 
programs  identify  the  knowledge,  skills,  and  abilities  that  adult  women  have 
acquired  outside  of  the  classroom  and  use  ihib  information  either  to  award  aca- 
demic credit  or  to  provide  educational  and  career  guidance,  or  both.  They  pro- 
vide an  avenue  through  which  nonfonnal  education  can  become  accepted  within 
formal  education  programs.  Most  programs  for  awarding  credit  for  prior  learning 
are  at  the  postsecondary  level. 

There  are  three  major  ways  in  which  prior  learning  has  been  evaluated  for 
college  credit:  (1)  credit  recommendations  for  courses  offered  by  business,  in- 
dustry, and  volunteer  organizations;  (2)  standardized  tests,  most  frequently  used 
to  assess  independent  study;  and  (3)  individualized  assessments,  using  demon- 
strations, interviews,  or  portfolios  that  show  what  an  individual  has  learned  and 
is  able  to  do.  Any  one  of  these  can  be  used  to  assess  what  adult  women  have 
learned  from  experience.  Each  has  its  advantages  and  its  disadvantages,  as 
described  in  Ekstrom  and  Eliason  (1978). 

Some  colleges  have  been  reluctant  to  provide  credit  for  adult  women's 
experience  in  the  home,  the  community,  or  in  volunteer  work  because  of  sex 
stereotypes  or  beliefs  about  the  low  value  of  unpaid  work.  One  of  the  eariiest 
efforts  to  identify  the  educational  relevance  of  women's  unpaid  work  experience 
resulted  ''^  the  development  of  the  "I  Can"  competency  lists  by  Educational 
Testirii^  vice  and  the  Council  of  National  Organizations  for  Adult  Education. 
Theses:  IW*^  are  included  in  How  to  Get  College  Credit  for  What  You  Have 
Learned  as  a  Homemaker  and  Volunteer  (EVsXxom,  Harris,  &  Lockheed,  1977). 
A  12-step  process  to  award  credit  for  what  women  have  learned  from  experience 
has  also  been  developed  (Ekstrom,  1980).  A  more  recent  publication.  Making 
Experience  Count  in  Vocational  Education  (Ekstrom,  1981c)  helps  vocalional 
educators  identify  and  provide  recognition  for  aduh  women  who  have  relevant 
prior  learning. 

Prior  experience  has  also  been  used  as  the  basis  of  counseling  for  women 
reentering  the  labor  force,  since  the  choice  of  unpaid  work  activities  is  an 
indicator  of  the  woman's  interests  as  well  as  an  opportunity  to  acquire  skills.  The 
interrelationship  between  unpaid  work  and  occupational  groups  is  shown  in  the 
HAVE  Skills  workbooks  and  guides  (Ekstrom,  1981a).  The  relationship  between 
unpaid  work  experience  and  selected  jobs  was  also  explored  in  Project  ACCESS 
and  is  described  in  Making  Experience  Count  in  Sex  Equity  Programs  (Ekstrom, 
1981b). 

The  best  source  of  information  about  college  credit  for  prior  experience  is 
the  Council  for  the  Advancement  of  Experiential  Learning  (CAEL),  10598  Mar- 
ble Fdun  Court,  Columbia,  MD  21045.  CAEL  has  a  five-volume  directory. 
Wherever  You  Learned  It  (Mclntyre,  1981),  describing  experiential  learning 
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programs  at  over  530  colleges.  Stanley  (1980)  has  pr  oared  an  excellent  review 
of  the  processes  and  problems  involved  in  gaining  credit  for  prior  learning. 

Programs  to  Encourage  Women  to  Enter  Nomraditional  Occupations,  A 
number  of  programs  for  both  reentry  women  and  displaced  homemakers  have 
encouraged  entrance  into  nontraditional  occupations  because  these  occupations 
usually  pay  higher  wages  and  often  provide  better  opportunities  than  those  with  a 
high  proportion  of  females.  There  has  been  some  question  about  the  effective- 
ness of  these  programs  with  adult  women.  In  a  recent  review  of  the  factors 
affecting  community  college  women  in  nontraditional  programs,  Young  (1981) 
reported  that  there  is  inconclusive  and  conflicting  evidence  about  whether  older 
women  are  more  or  less  likely  to  enter  nontraditional  careers  than  younger 
women. 

An  early  program  to  encourage  mature  adult  women  to  enter  occupational 
programs  in  community  colleges  was  developed  by  Chitayat  and  Hymer  (1976). 
This  program  provided  preadmission  counseling  and  developed  a  peer  counsel- 
ing program  that  would  function  as  a  postadmission  service.  Although  the  mjijor- 
ity  of  the  women  who  completed  the  program  enrolled  in  occupational  programs, 
fields  like  secretarial  science  and  nursing  attracted  the  largest  numbers  of 
students. 

Part  of  aduh  women's  low  interest  in  nontraditional  occupations  is  proba- 
bly based  on  the  sex  stereotypes  that  they  hold.  Additionally,  because  some 
nontraditional  occupations  are  blue  collar  jobs,  they  may  be  viewed  as  inap- 
propriate by  middle-class  women.  Another  factor  affecting  many  adult  women's 
interest  in  these  occupational  programs  may  be  lack  of  experience  i,*  activities 
related  to  nontraditional  jobs,  A  survey  of  adult  reentry  women's  experiential 
learning  (Ekstrom,  Beier,  Davis,  &  Gruenberg,  1981)  found  that  adult  women 
tended  to  develop  their  interpersonal  skills  and  verbal  ability  above  their  physical 
and  mechanical  skills  and  their  mathematical  and  reasoning  ability.  Although  the 
most  commonly  found  skills  were  those  used  in  traditionally  female  jobs,  nev- 
ertheless significant  numbers  of  aduh  women  acquired  skills  in  areas  such  as 
carpentry  and  auto  repair. 

The  reader  should  not  conclude,  therefore,  that  no  aduh  v/omcn  will  enter 
nontraditional  employment.  There  are  a  number  of  excellent  programs  that  have 
prepared  women  for  nontraditional  occupations.  Some  of  these  are  described  in 
the  publications.  The  Nuts  and  Bolts  of  NTO:  A  Handbook  of  Recruitment, 
Training,  Support  Services,  and  Placenta  nt  of  Women  in  Nontraditional  Occupa- 
tions and  Time  for  a  Change!  A  Woman's  Guide  to  Nontraditional  Occupations, 
prepared  by  the  Technical  Education  Research  Centers  (8  Eliot  Street, 
Cambridge,  MA  02138).  Another  publication,  aimed  at  encouraging  women 
receiving  Aid  to  Families  with  Dependent  Children  to  enter  nontraditional  jobs, 
is  Earning  a  Breadwinner's  Wage,  developed  by  Women's  Enterprises  of 
Boston,  739  Boylston  St.,  Boston,  MA  021 16. 

Programs  for  Employed  Women.  There  are  relatively  few  programs  de- 
signed to  serve  the  educational  needs  of  currently  employed  adult  women.  De- 
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scriptions  of  prototypical  programs  for  women  employees,  a  literature  review, 
and  a  bibliography  on  this  topic  have  been  prepared  by  Vetter  and  her  colleagues 
(Vetter,  Winkfield,  Ransom,  &  Lawrey,  1977). 

Two  analyses  (Harrison,  1979;  Wilder,  1980)  of  the  education  and  trainmg 
needs  of  working  women  focused  on  the  needs  of  the  80%  of  working  women  in 
jobs  that  are  not  professional  or  managerial.  Harrison  concluded  that  "lack  of 
money,  lack  of  time,  lack  of  adequate  child  care  facilities,  inadequate  or  non- 
existent counseling,  few  benefits,  lack  of  on-the-job  training,  failure  to  acknowl- 
edge experience  in  lieu  of  degrees,  discrimination,  lack  of  job  opportunity, 
negative  attitudes — all  the  2  obstacles  prevent  blue  and  pink  collar  working 
women  from  obtaining  the  education  and  job  training  they  need"  (p.  25). 

Harrison  reported  that  several  women  "took  exception  to  the  idea  that 
further  education  represents  a  fruitful  course  for  working  women."  One  woman 
said  "education  and  training  is  often  used  as  a  byway";  another  pointed  out  that 
"women's  educational  attainment  does  not  translate  into  job  status  and  pay  as 
men's  does"  (p.  28).  We  believe  that  this  is  a  critical  issue  in  achieving  sex 
equity  for  women.  More  research  is  needed  to  identify  the  reasons  why  education 
has  a  lower  payoff  for  women  than  for  men. 

The  belief  that  education  has  a  limited  payoff  for  women  may  be  partially 
refuted  by  a  recent  analysis  (Applebaum,  1981)  of  the  experience  of  white 
women  aged  30-44  who  were  part  of  the  National  Longitudinal  Survey.  This 
showed  that  aduh  women's  ability  to  make  a  successful  return  to  the  labor  force 
was  enhanced  by  years  of  schooling,  choice  of  college  major,  and  participation 
in  training  programs.  Applebaum's  data  also  showed,  however,  that  length  of 
schooling  did  not  have  an  effect  on  growth  in  wages  after  women  returned  to  the 
labor  force.  Completing  a  training  program  in  a  nonclerical  area  or  obtaining  a 
certificate  had  a  significant  effect  on  wage  increases,  but  going  back  to  school  for 
additional  courses,  a  degree,  or  a  diploma  did  not  affect  employed  women's 
wages. 

Many  working  women  are  intermittently  employed  or  are  employed  in 
part-time  jobs.  This  usually  results  in  their  being  locked  into  the  low-wage  sector 
of  the  economy.  Moreover,  they  are  often  ineligible  for  industry-sponsored 
education  and  training  programs.  Shaw  (1979)  concluded  that  ihe  problems  of 
such  women  "come  not  from  a  lack  of  any  recent  work  experience  but  from  low 
skills  and  irregular  employment"  (p.  18).  Programs  that  meet  the  needs  of  these 
women  are  not  available. 

The  Fund  for  the  Improvement  of  Postsecondary  Education  (FIPSE)  has 
been  a  leader  in  encouraging  the  development  of  educational  programs  for  em- 
ployed women.  One  of  the  earliest,  the  Women's  Career  Program  at  North- 
western University  (Rich,  1977),  worked  with  employers  to  identify  predicted 
job  vacancies  and  the  skills  needed  in  these  jobs.  The  program  then  developed  a 
personal  competency  profile  for  its  participants,  including  both  unemployed 
women  and  employed  women  interested  in  upgrading  their  skUls,  to  determine 
the  matches  and  gaps  between  the  jobs  and  the  women.  Specific  courses  were 
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provided  to  enable  the  women  to  leam  any  missing  skills.  A  similar  project,  the 
Women's  Management  Program  at  Goucher  College,  is  described  in  detail  in  the 
WEEA  publication  Developing  Women* s  Management  Programs  (Zubin,  1 982). 

Another  FIPSE-supported  project,  conducted  by  the  National  Commission 
on  Working  Women,  provides  career  counoeling  for  women  clerical  workers. 
The  project  also  provides  industry  seminars  aimed  at  increasing  the  awareness  of 
corporations,  unions,  and  eoucational  leaders  of  the  problems,  needs,  and  aspira- 
tions of  working  women. 

Several  projects  have  concentrated  their  efforts  on  the  special  needs  of 
employed  women  from  minority  groups.  These  include  the  National  Council  of 
Negro  Women's  project  to  help  black  women  in  low-payir;  jobs  earn  an  associ- 
ate's degree  and  enter  jobs  in  administration,  management,  and  sales.  Materials 
for  counseling  employed  minority  women,  developed  by  Women's  Educational 
Equity  Act  projects,  include  Career  Planning  for  Minority  ^Jmen,  Management 
Basics  for  Minority  Women,  the  Minority  Women's  Survival  Kit,  and  Every- 
woman*s  Rights.  All  are  available  from  the  Education  Development  Center. 

One  problem  largely  untouched  by  educational  planners  is  the  multiple 
roles  required  of  working  women,  especially  woridng  mothers.  How  About  a 
Little  Strategy?,  a  WEEA  publication,  describes  ways  of  coping  with  situations 
commonly  encountered  by  mothers  who  return  to  school  or  to  work. 

Older  Women.  Women  aged  65  and  over  are  a  group  that  has,  until 
recently,  been  virtually  ignored  by  educational  planners.  This  group  is  signifi- 
cant, however,  because  it  is  one  that  will  grow  rapidly  in  the  future,  both  because 
of  increasing  life  expectancy  and  because  of  population  demographics.  Accord- 
ing to  King  and  Mar\'el  ( 1 982) ,  the  population  of  women  over  65  will  grow  to  1 9 
million  by  the  year  2000,  and  1  in  every  14  Americans  will  be  an  older  woman. 

Due  to  increased  longevity  and  relatively  good  health,  many  older  women 
choose  to  remain  in  the  work  force  for  their  own  satisfaction  or  to  enable  them  to 
earn  an  adequate  otirement  income.  Many  of  these  women  have  had  discon- 
tinuous work  patterns  and  low  salaries  and  would  benefit  from  on-the-job  train- 
ing as  a  means  of  upgrading  their  skills  and  enabling  them  to  obtain  more  highly 
paid  positions. 

The  majority  of  older  women  are  widows;  however,  increasing  numbers  of 
older  women  are  being  divorced  after  long  marriages.  Many  of  these  women  find 
that  they  must  work  in  order  to  survive  financially  and  are  frequently  faced  with 
the  urgent  need  to  gain  marketable  skills  while  simultaneously  learning  how  to 
cope  v/ith  living  alone— often  for  the  first  time  in  their  lives.  Community  col- 
leges have  assisted  many  of  these  women  by  offering  courses  on  financial  plan- 
ning, skills  assessment,  and  job  interviewing  techniques.  Paid  internships  would 
be  particularly  beneficial  to  these  women. 

Older  women  who  are  not  employed  often  are  eager  to  explore  topics  that 
interested  them  when  they  were  young  but  which  they  did  not  have  time  to  study. 
According  to  Cross  (1979),  "They  are  learning  because  it  is  enjoyable  and 
personally  satisfying.  Their  major  subject  matter  interests  are  hobbies  and  crafts. 
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nutrition  and  health,  and  other  topics  that  have  practical  relevance  in  their  lives" 
(p.  85).  Elderhostel,  an  educational  program  for  women  and  men  over  60, 
provides  university-level  noncredit  courses  at  colleges  and  universities  around 
the  country.  In  1981,  there  were  37,000  panicipants,  two- thirds  of  whom  were 
women.  A  1978  survey  by  the  Academy  for  Educational  Development  showed 
that  about  one-third  of  all  colleges  were  providing  some  type  of  "learning 
opportunity"  for  older  adults.  Twenty-eight  states  have  passed  legislation  ena- 
M:ng  older  students  to  enroll  in  regularly  scheduled  classes  in  public  colleges  at 
lower  tuition  or  at  no  charge. 

Innovative  programs  designed  specifically  for  older  women  are  urgently 
needed.  The  participation  of  these  women  in  all  phases  of  the  educational  plan- 
ning process  would  be  an  important  first  step.  By  sharing  the  vast  accumulation 
of  knowledge  they  have  acquired  over  a  lifetime,  they  could  provide  ideas  for 
new  directions  in  both  teaching  and  learning.  Their  talents  might  also  be  utilized 
in  counseling  younger  women  and  in  tv'aching;  thus,  they  would  serve  as  role 
models  for  students  and  faculty. 

WHAT  IS  THE  EDUCATIONAL  FUTURE 
FOR  ADULT  WOMEN? 

We  believe  that  educational  programs  for  aduh  women  will  continue  to 
grow  in  the  1980s,  though  they  may  take  a  different  form  fr  m  those  that  were 
developed  and  offered  during  the  1970s.  The  changing  demographic  charac- 
teristics of  the  population,  including  more  employed  women,  women  taking  less 
time  away  from  the  labor  force  for  child  rearing,  and  increased  longevity,  sug- 
gest that  there  will  be 

1.  More  emphasis  on  educ:*tional  programs  for  employed  women 

2,  More  educational  programs  provided  in  the  workplace,  either  by  employers, 
unions,  or  professional  organizations  or  by  postsecondary  educational  in- 
stitutions working  with  these  groups 

3.  New  programs  that  help  adults  consider  a  wider  range  of  career  development 
options  and  that  emphasize  the  transfer  of  skills  to  new  occupations 

4.  More  programs  stressing  updating  of  skills  either  for  job  advancement  or  for 
coping  with  job  loss,  and  probably  emphasizing  new  technology  and  chang- 
ing practices  in  the  workplace 

5,  A  continued  need  for  programs  that  emphasize  handling  muhiple  roles  and 
coping  with  life  changes  and  transitions 

6,  More  educational  programs  using  new  technology  to  reach  women  who  are 
not  currently  participatiiig  in  educational  piograms 

?•  More  programs  for  older  and  retired  women  as  this  group  becomes  a  larger 
part  of  the  population 

Implications  for  Educational  Practitioners,  These  changes  suggest  that 
there  may  be  fewer  aduh  women  enrolled  in  4-year  degree  programs  than  in  the 
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past,  especially  in  full-time  credit  programs.  They  also  suggest  an  increase  in 
enrollments  in  nondegree  areas,  including  certificate  programs,  continuing  edu- 
cation programs,  and  noncredit  programs  that  focus  on  the  development  or 
updating  of  occupationally  relevant  skills.  It  will  become  increasingly  important 
for  colleges  to  conduct  needs  surveys  of  all  adults  in  their  geographic  area  to 
identify  the  populations  that  can  be  served  and  to  cooperate  with  employers  in 
providing  programs  for  employed  women.  Programs  need  to  be  targeted  to  the 
needs  of  various  subpopulations  (Eliason,  198 1). 

Research  Needs.  One  serious  problem  has  been  the  lack  of  researc*  ^n 
educational  programs  for  adult  women.  There  is  little  information  beyond  pro- 
gram descriptions.  Although  some  provide  descriptive  st:itistics  about  the  partici- 
pants and  whether  they  enjoyed  the  program,  evaluative  data  about  long-term 
effectiveness  and  impact  are  almost  nonex-stcnt. 

McGraw  (1982)  reviewed  programs  for  reentry  women  and  states!  ,hat 
"experimental  research  is  needed  to  investigate  the  efficacy  of  the  many  pro- 
grams" (p.  471).  She  pointed  out  that  the  limited  scope  of  research  to  date  has 
led  to  programs  that  assume  "homogeneity  of  the  participants'  needs,  psycholog- 
ical conditions,  and  goals"  (p.  472).  This  assumption  may  not  be  based  on  facts. 
As  McGraw  noted,  women  who  have  not  sought  counseling  or  assistance  have 
had  little  impact  on  the  design  o^"  programs. 

Research  is  necessary  if  educational  programs  for  adult  women  arc  to 
continue  to  thrive  (Rice,  1979).  Rice  proposed  three  levels  of  research:  (I) 
systematic  user  records  for  reports  and  for  demonstrating  accountability,  (2) 
program  evaluations  that  will  show  the  interaction  between  such  variables  as  age, 
race,  and  marital  status  and  the  outcomes  and  effectiveness  of  techniques  used, 
so  that  in  a  time  of  diminishing  resources  the  individuals  who  will  most  benefit 
from  a  program  or  technique  can  be  assured  access  to  it;  and  (3)  applied  research 
that  will  document  predictive  relationships,  make  comparisons  between  adult 
men  and  women  learners  in  terms  of  learning  approaches,  determine  the  market 
value  of  adult  women's  educational  investment,  analyze  the  changing  family 
dynamics  that  occur  when  adult  women  take  on  new  roles,  and  analyze  the  kinds 
of  educational-occupational  transitions  that  work  best  for  adult  women.  We 
strongly  support  these  recommendations. 

These  kinds  of  information  would  make  it  possible  to  develop  new  and 
improved  programs  that  would  meet  the  needs  of  all  adults,  both  female  and 
male,  whether  employed  or  engaged  in  unpai  J  work,  regardless  of  age,  race, 
income,  or  geographic  location.  The  educational  programs  described  in  this 
chapter  can  serve  as  models  for  this  effort  and  can  bring  about  improved  educa- 
tional equity  for  all  adults. 

RECOMMENDATIONS 

Above  all  else,  we  recommend  that  individuals  seeking  to  achieve  sex 
equity  in  educational  programs  and  services  for  adult  women  be  aware  of  the 
interdepcndcncy  of  educational  practice,  research,  and  policy.  Each  program  for 
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adult  women  should  combine  service,  research,  and  advocacy.  By  combining 
services  for  adult  women  with  research  on  these  women's  needs  and  on  the 
effectiveness  of  program  models  in  meeting  these  needs,  information  can  be 
developed  to  inform  policy  decisions  and  to  support  advocacy  of  approaches  that 
will  improve  educational  equity  and  reduce  stereotypes  based  on  age  and  gender. 

When  designing  programs  and  services,  conducting  research,  or  develop- 
ing policy,  it  is  important  to  remember  that  adult  women  are  a  diverse  popula- 
tion. Therefore,  we  recommend  that  all  programs  for  women  conduct  educa- 
tional needs  analyses,  both  with  the  women  they  currently  serve  and  also  with 
populations  of  women  that  are  not  being  reached  and  served.  Needs  analyses 
should  be  related  to  characteristics  of  subgroups,  such  as  reentry  women,  dis- 
placed homemakers,  underemployed  women,  professional  and  mai.  .gerial  wom- 
en, and  older  and  retired  women.  Aggregation  of  information  across  diverse 
groups  creates  confusion  and  can  lead  to  programs  or  policies  that  serve  no  one 
well. 

We  recommend  that  practitioners  also  identify  demographic  and  attitudinal 
changes  in  the  groups  of  women  coming  to  them  and,  if  possible,  in  groups  that 
they  might  also  serve.  Programs  should  be  modified  to  meet  these  demographic 
and  attitudinal  changes. 

We  recommend  more  programs  and  services  for  employed  women,  es- 
pecially programs  offered  in  cooperation  with  employers,  unions,  or  professional 
organizations.  We  also  recommend  working  with  community  groups  and  volun- 
teer organizations,  both  as  a  way  of  increasing  outreach  and  as  a  means  of 
delivering  services. 

New  program  models  need  to  be  developed.  Among  those  that  appear  to 
have  the  highest  demand  are  the  following: 

1.  Review  and  refresher  courses  in  mathematics  and  science  to  help  adult 
women  prepare  for  admissions  tests,  entrance  into  technical  education,  or 
entrance  into  technical  careers. 

2.  Programs  to  assist  adult  women  in  coping  with  life  changes  and  transitions. 
With  more  women  in  t*?c  labor  force,  programs  to  help  women  cope  with  job 
loss  or  to  make  job  transiti^^ns  will  be^  "^mc  more  important.  In  the  future, 
the  need  for  preretirement  education  and  counseling  for  women  will  increase 
and  may  become  as  important  as  reentry  programs  have  been. 

3.  Programs  that  combine  education  for  adult  women  with  counseling  about 
handling  multiple  roles  as  wives,  mothers,  workers,  and  learners.  Many 
adult  women  feel  conflict  between  what  they  find  that  they  must  do  and  whaf 
they  would  like  to  do.  Information  and  counseling  about  changing  roles  and 
opportunities  for  women  should  be  incorporated  into  all  programs. 

Program  delivery  also  needs  to  be  improved.  Practitioners  need  to  continue 
their  efforts  to  remove  institutional  and  structural  barriers  to  women,  by  provid- 
ing, if  they  do  not  already  do  so,  courses  at  convenient  times  and  locations. 
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instruction  by  modes  other  than  classroom  lectures,  childcare,  counsel- 
ing/information services,  and  credit  for  prior  learning  experiences.  We  es- 
pecially recommend  that  courses  for  aduh  women  be  offered  in  a  more  flexible 
manner,  using  communications  technology  such  as  television,  videodisks,  and 
videocassettes,  so  that  learning  can  take  place  at  the  convenience  of  the  indi- 
vidual rather  than  at  the  convenience  of  the  institution.  More  flexible  program- 
ming is  especially  important  in  order  ^o  reach  older  women,  rural  women, 
handicapped  women,  and  employed  women. 

We  also  recommend  that  practitioners  avoid  using  the  term  "continuing 
education''  in  describing  programs  for  adult  women,  since  this  term  has  multiple 
meanings  that  are  easily  confused.  Clear  statements  ribout  program  goals  and  the 
methods  by  which  they  will  be  achieved  are  important  in  targeting  programs 
toward  specific  groups  and  in  ensuring  that  participant  expectations  about  the 
program  are  realistic.  These  statements  also  facilitate  program  evaluation 
research. 

We  recommend  that  research  on  educational  programs  for  adult  women  be 
increased.  This  should  include  the  folk'  ng: 

1.  Evaluations  of  the  long-term  effectiveness  of  programs  and  analyses  of  the 
relationship  between  program  components,  participant  characteristics,  and 
outcomes  so  that  whei^  resources  are  limited,  services  can  be  provided  to 
those  who  will  benefit  the  most. 

2.  Learning  more  about  the  educational  needs  of  older  adult  women  and  about 
the  best  ways  to  teach  them. 

3.  Developing  new  methods  and  materials  for  assessing  adult  women's  prior 
learning  experiences.  Special  attention  needs  to  be  given  to  determining  how 
learning  in  noncredit  courses  and  learning  from  unpaid  work  in  the  commu- 
nity and  the  home  relates  to  the  learning  in  traditional  formal  education. 

4.  Conducting  research  on  the  market  value  of  women's  educational  invest- 
ment ar.  on  the  kinds  of  education-to-employment  transitions  that  work  best 
for  adult  women. 

Finally,  we  recommend  that  practitioners  and  researchers  work  to  dissemi- 
nate information  about  effective  educational  programs  and  services  for  adult 
women  to  decision  makers  so  that  informed  educational  policies  can  be  devel- 
oped and  educational  equity  for  adult  women  achieved. 
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PART  VI 


Sex  Equity  from  Early  through 
Postsecondary  Education 


Carol  Anne  Dwyer 


It  is  all  too  easy  lo  forget  that  educational  equity  issues  arc  important  lo  women 
and  girls  of  all  ages  and  are  present,  in  various  forms,  at  every  level  of  education 
from  preschool  through  postsecondary.  Many  of  the  basic  issues  touched  on  in 
the  two  chapters  that  constitute  part  VI  have  been  raised  throughout  this  book: 
the  nature  of  equity;  sex-related  differences  in  development,  values,  and  achieve- 
ment; the  role  of  society  and  educational  institutions  in  transmitting  sex-related 
expectations  and  influencing  outcomes.  The  centrality  of  these  issues  is  undenia- 
ble, and  thus  they  re^ur  in  these  two  chapters;  yet  there  are  other,  perhaps  more 
specific,  issues  pertaining  to  the  education  of  the  very  young  and  to  advanced 
education  that  must  be  explored  in  greater  depth  if  we  are  to  appreoate  fully  the 
significance  of  th'^se  two  phases  of  the  process  of  education.  In  chapter  23, 
Educational  Equity  in  Early  Education  Environments,  Selma  Greenberg  argues 
persuasively  that  early  childhood  education  experiences  set  the  tone  and  direction 
for  later  personal  and  professional  development.  In  a  similar  manner,  in  chapter 
24,  Improving  Sex  Equity  in  Postsecondary  Education,  Karen  Bogart  is  effective 
in  highlighting  the  importance  of  postsecondary  education  experiences,  not  only 
o  ihe  individual  directly,  but  indirectly  through  institutional  change  and  through 
molding  the  profession  of  education.  Thus,  in  an  almost  organic  cycle,  we  sec 
the  seeds  of  change  in  the  profession  of  education  being  sown  in  individual 
preschool  experiences,  as  our  future  professionals  are  shaped  in  tl.eir  attitudes 
toward  life  and  education,  while  at  the  same  time  postsecondary  experiences  are 
shaping  the  content  of  the  next  generation's  early  education. 
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Educational  Equity 

in  Early  Education  Environments 


Selma  Greenberg 


The  belief  in  the  critical  consequences  of  the  early  childhood  years  for  subse- 
quent development  is  one  of  the  most  universally  cherished  psychological  in- 
sights of  the  20th  century.  Debates  related  to  this  issue  center  not  on  whether  the 
early  childhood  years  influence  subsequent  development  but  rather  to  what  ex- 
tent "the  child  is  father  of  the  man" — or  mother  of  the  woman.  The  evidence 
that  sociocuitura!  factors,  rather  than  organic  deficits,  are  responsible  for  75  to 
80%  of  the  children  diagnosed  as  mildly  retarded  (IQ's  55  to  69)  is  dramatic 
proof,  if  such  proof  is  needed,  of  the  crucial  impact  of  the  early  years  on  future 
development  (Eugeiton,  1979). 

Gender  identity,  the  consistent  identification  of  self  as  female  or  male,  is 
one  aspect  of  early  childhood  learning.  It  is  learning  that  is  achieved  early  and 
with  absolute  consistency.  **As  early  as  2  years  of  age  children  know  their 
gender  identity.  They  are  either  a  boy  or  a  girl  and  they  are  not  likely  to  forget  it 
ever!"  (Brooks-Gunn  &  Schnapp-Matthcws,  1979).  For  the  young  child  learning 
the  meanings,  attitudes,  and  behaviors — in  short,  the  sex  role — attached  to 
being  female  or  male  in  a  particular  society  is  more  complex,  more  significant 
learning  than  the  simple  knowleage  that  one  is  female  or  male.  It  is  learning  the 
prescribed  sex  role  rather  than  learning  of  one's  gender  identity  that  often  has 
limiting  and  damaging  effects  on  subsequent  development.  When  society  rigidly 
dichotomizes  female  and  male  sex  roles,  rigorously  enforces  prescribed  sex  roL 
behaviors,  and  regularly  punishes  breaches  of  the  sex  role  standard,  then  begin- 
ning at  about  age  3  children  will  be  vigilant  in  avoiding  actions,  activities,  and 
events  they  believe  "inappropriate"  for  their  own  sex  simply  because  it  is  "ap- 
propriate" for  the  other.  This  will  be  particularly  true  in  the  case  of  boys,  who 
are  likely  to  conform  to  what  they  believe  to  be  behavior  appropriate  for  their 
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own  sex.  Moreover,  young  children  monitor  each  othcr*s  behaviors  to  ensure 
that  peers  conform  to  sex  role  standards  (Blomberg,  1981).  Young  children  are 
also  aware  that  peers  monitor  the  appropriateness  of  sex  role  behaviors.  Thus, 
children  conform  more  diligently  to  the  sex  role  standard  when  under  the  obser-, 
vation  of  a  peer  than  when  alone  (Serbin,  Connor,  &  Lipman,  1977).  When 
children  are  unsure  of  whether  they  may  participate  in  any  activity,  action,  or 
event  without  fear  of  humiliation,  they  simply  ask  the  nearest  adult,  "Can  a  girl 
do  that?**  or,  "Is  that  all  right  for  a  boy  to  do?'*  Tliese  and  other  questions  having 
to  do  with  all  aspects  of  what  constitutes  "appropriate**  or  "inappropriate**  sex 
role  attitudes,  behaviors,  and  knowledge  form  the  content  of  much  of  the  di- 
alogue young  children  have  with  their  parents  and  teachers. 

Another  crucial  area  of  sex  role  behavior  which  the  child  is  already  explor- 
ing at  ages  3,  4,  and  5  is  the  "What  Can  I  Be  When  I  Grow  Up?**  or  the 
aspiration  issue.  For  young  children  the  world  of  work  is  divided  between  the 
work  men  do  and  the  work  women  do.  Typically,  they  associate  a  job  with  only 
one  sex.  Moreover,  young  children  expect  that  little  girls  will  grow  up  to  do  the 
jobs  that  they  believe  only  women  now  do,  and  they  expect  that  little  boys  will 
grow  up  to  do  the  jobs  that  they  believe  only  men  now  do  (Greenberg  &  Peck, 
1973).  Thus,  young  children  appear  to  believe  that  the  future  will  repeat  the  past. 

As  discussed  in  more  detail  in  chapter  6,  "Educational  Equity  and  Sex 
Role  Development,**  by  the  time  children  reach  kindergarten  they  have  spent 
several  years  conforming  to  sex  role  expectations  that  often  track  girls  into  one 
set  of  behaviors,  attitudes,  knowledge,  and  expectations  and  boys  into  another 
(Block,  1979).  If  we  add  to  the  limiting  behaviors  children  impose  upon  them- 
selves the  narrowed  opportunities  available  to  them  due  to  societal  sex  role 
stereotypes,  one  can  appreciate  the  need  for  strategies  to  reduce  and/or  eliminate 
these  barriers  to  learning.  If  we  accept  the  verdict  of  both  lay  and  professional 
persons  that  the  early  childhood  years  are  not  only  important  in  themselves  but 
that  their  effects  have  lifelong  impact,  we  must  view  seriously  what  children  do 
during  these  years  and  perhaps  view  even  more  seriously  what  they  do  not  do  or 
avoid  doing. 

ISSUES;  SOME  MYTHS  ABOUT  SEX  EQUITY 

IN  EARLY  CHILDHOOD  EDUCATION  ENVIRONMENTS 

Myth  I:  Children  Need  to  Learn  the  Same  Things  That  Their  Same-Sex 
Parents  Learned,  in  Much  the  Same  Way,  Children  between  the  ages  of  2  and  5 
today  will  live  virtually  their  entire  aduli  lives  in  the  21st  century.  Chapters  in 
part  I  of  this  handbook  have  documented  how  sex  roles  in  our  society  are  less 
differentiated  now  than  in  past  generations.  If  children  are  to  cope  with  this 
changed  world,  they  need  sex-equitable  home  and  school  environments  that 
encourage  participation  in  and  access  to  learning  across  the  widest  spectrum  of 
skills,  abilities,  and  knowledge;  effective  and  flexible  skills  in  self-management; 
a  firm  sense  of  self-worth  and  confidence  in  one*s  ability  to  learn;  the  ability  to 
gain  satisfaction  and  reward  from  participation  in  and  commitment  to  the  world 
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of  work;  the  ability  to  work  with  and  for  others  to  achieve  mutually  agreed-upon 
goals;  and  the  ability  to  give  and  receive  care,  love,  and  affection. 

Early  education  environments  have  also  been  changing.  Today middle- 
class  child  experiences  a  much  different  life  style  than  did  middle-class  children 
of  generations  past.  Parental  separation  or  divorce  is  an  all-too-common  experi- 
ence for  ihe  very  young.  More  common  still  is  the  family  with  both  parents 
employed  outside  the  home.  While  in  1980  54%  of  mothers  of  young  children 
were  employed  outside  the  home,  by  1990  it  is  anticipated  that  the  number  will 
be  closer  to  70%.  Thus,  each  year  more  and  more  children  spend  more  of  their 
early  childhood  years  m  some  kind  of  group  setting:  nursery  schools,  day  care 
centers,  and,  r  .'t  often,  family  day  care  arrangements  (Hofferth,  1979).  in 
summary,  chilOijn  need  to  learn  that  their  roles  in  society  will  be  much  less 
constrained  by  their  sex  than  their  parents'  lives  have  been,  and  educators  must 
remember  that  young  children  spend  increasingly  more  time  in  group  settings 
outside  their  homes. 

Myth  2:  Girls  and  Boys  Benefit  Equally  from  Toys.  Early  childhood 
educators  have  long  understood  that  play  is  the  vehicie  through  which  children 
learn.  Toys  thus  represent  one  important  kind  of  specialized  learning  tool,  in  the 
early  1960s  the  British  novelist  C.  P.  Snow  wrote  an  essay  entitled  "The  Two 
Cultures"  (Snow,  1964),  deploring  the  fact  that  Britain's  most  intellectual  cit- 
izens were  ignorant  of  science.  Because  the  education  of  Britons  was  tradi- 
tionally either  completely  scientific  or  completely  classical  and  literary,  two 
cultures  had  betn  created  that  were  unable  to  communicate  with  or  understand 
each  other.  One  reason  that  this  is  a  lesser  problem  in  America,  Snow  indicated, 
is  that  American  children  receive  a  scientific  orientation  from  their  toys.  Ameri- 
cans, too,  live  in  two  different  cultures.  Ours,  however,  are  based  on  gender. 
The  toys  Snow  so  clearly  understood  to  be  teaching  aids  for  early  mathematics 
and  science  education  are  not  the  toys  of  all  young  Americans.  They  are  the  toys 
of  half  of  America's  children:  they  are  boys'  toys  (Block,  1978). 

Myth  3:  Girls  and  Boys  Enter  Kindergarten  with  Quite  Similar  Abilities, 
Experiences,  and  Accomplishments.  Not  only  do  girls  and  boys  have  different 
sets  of  accomplishments  by  kindergarten  but,  in  a  corollary  fashion,  a  different 
set  of  educational  needs.  The  differing  learning  profile  of  the  young  girl  from 
that  of  the  young  boy  can  be  constructed  from  the  following  list  of  16  initial 
learning  attributes: 

1.  Young  girls'  opportunities  for  varied  verbal  experiences  exceed  those  of 
young  boys  (Moss,  1967). 

2.  Young  boys'  opportunities  for  varied  spatial  experiences  exceed  those  of 
young  girls  (Saegert  &  Hart,  1978). 

3.  Young  girls'  opportunities  for  varied  small  muscle  experiences  exceed  those 
of  young  boys  (Medrich,  Roisen,  Rubin,  &  Buckley,  1982). 
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4.  Young  boys'  opportunities  for  varied  large  muscle  experiences  exceed 
thos^  of  young  girls  (Medrich  et  al.,  1982). 

5.  Young  girls'  opportunities  for  varied  repetitive  experiences  exceed  those  of 
young  boys  (Block,  1979). 

6.  Young  boys'  opportunities  for  varied  inventive  experiences  exceed  those  of 
young  girls  (Block,  1979). 

7.  Young  girls'  opportunities  for  varied  nurturing  experiences  exceed  those  of 
young  boys  (Block,  1979). 

8.  Young  boys'  opportunities  for  varied  managing  (directing)  experiences 
exceed  those  of  young  girls  (Block,  1979). 

9.  Young  girls'  opportunities  for  varied  one-to-one  (intimate)  relationships 
exceed  those  of  young  boys  (Medrich  et  al.,  1982). 

10.   Young  boys'  opportunities  for  varied  group  relationships  exceed  those  of 

young  girls  (Medrich  et  al.,  1982). 
IL   Young  girls'  opportunities  for  role  rehearsal  experiences  exceed  those  of 

young  boys  (Woodruff,  1974). 

12.  Young  boys'  opportunities  for  experimenting  with  a  wide  range  of  future 
career  and  life  optbns  exceed  those  of  girls  (Papalia  &  Tennent,  19.75). 

13.  Young  girls'  opportunities  to  learn  from  adult  models  exceed  those  of 
young  boys  (Lynn,  1972). 

14.  Young  boys'  opportunities  to  learn  from  direct  instruction  exceed  those  of 
young  girls  (National  Project  on  Women,  1977). 

15.  Young  girls  exceed  boys  in  gaining  early  impulse  control  (Maccoby  & 
Jacklin,  1974). 

16.  Young  boys  exceed  girls  in  experiences  that  confirm  their  self-worth  and 
value  (Williams,  Bennett,  &  Best,  1975). 

Myth  4:  Early  Education  Environments  Meet  the  Needs  oj  i  '•Is  Better  than 
Boys,  It  has  long  been  observed  that  the  early  years  of  schooling  have  a  differ- 
ential impact  on  boys  and  girls.  This  observation  has  often  led  to  the  conclusion 
that  schools  are  "good  for  girls"  and  "bad  for  boys"  (Sexton,  1969  The 
observation  that  early  education  environments  stress  those  activities,  behaviors, 
and  knowledge  at  which  girls  already  excel  and  boys  appear  deficient  is  an 
excellent  one.  That  this  observation  leads  logically  to  the  conclusion  that  schools 
favor  girls  by  continually  engaging  them  in  behaviors  at  which  they  are  already 
accomplished  is  a  highly  questionable  one.  Consider  the  issue  of  impulse  man- 
agement, which  might  be  viewed  as  a  metaphor  for  the  education  establishment's 
response  to  the  problems  of  females  and  males.  Boys  as  a  group,  if  they  have  an 
impulse  management  problem,  tend  to  require  more  structures  for  impulse  man- 
agement, for  they  suffer  from  undercontrol.  Girls  as  a  group,  if  they  have  an 
impulse  management  problem,  tend  to  require  fewer  structures  for  impulse  man- 
agement, for  they  suffer  from  overcontrol.  However,  when  boys'  undercontrol  is 
declared  "bad"  and  girls'  overcontrol  is  declared,  "good,"  it  is  arguable  whether 
this  has  a  positive  effect  on  girls.  The  consequence  of  this  labeling  is  that 
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attempts  are  made  to  remedy  the  control  problems  that  afflict  boys,  while  girls* 
control  problems  remain  unobserved  and  thus  go  untreated. 

A  very  different  learning  profile  emerges  for  the  typical  young  girl  and 
typical  young  boy  learner  with  their  equally  distinct  sets  of  educational  needs.  By 
stressing  the  knowledge,  skills,  and  abilities  that  g'ds  already  possess  and  in 
which  boys  are  deficient,  schools  in  general  from  early  childhood  settings  on 
meet  the  needs  of  boys  but  fail  to  meet  those  of  girls.  While  clearly  not  always 
providing  for  all  learning  that  would  remedy  boys*  experiential  deficits,  it  is  the 
typical  girl  who  has  suffered  by  far  the  greatest  systematic  educational  neglect. 
Consider  the  usual  early  childhood  environment  into  which  the  young  child  is 
placed.  It  is  typical  in  that  environment  that  the  educational  needs  of  the  young 
boy  are  tnet.  Thus,  verbal  activities  (circle  time,  show  and  tell,  singing  games, 
songs,  and  stories),  opportunities  for  small  muscle  development  (cutting,  paint- 
ing, sorting,  stringing  beads,  peg  play,  table  games,  and  cooking),  and  as- 
sistance in  gaining  impulse  control  (rule  setting  and  enforcement)  are  all  struc- 
tured into  the  early  childhood  day.  These  are  the  activities  that  the  youngsters  are 
strongly  encouraged  to  do  each  day.  These  are  the  activities  that  the  typical  early 
childhood  environments  promote  on  a  regular  basis.  If  we  consuh  the  list  of  16 
initial  learning  attributes,  we  can  easily  see  how  crucial  these  activities  are  in 
remedying  the  learning  deficits  of  the  young  boy.  The  educational  needs  associ- 
ated with  young  girls  are  not  systematically  addressed.  By  leaving  to  chance  or 
choice  spatial  activities  (opportunities  for  building  with  biocks,  exploring  the 
outdoors,  and  creating  one's  own  spatial  boundaries  in  indoor  and  outdoor  play), 
large  motor  activities  (running,  jumping,  throwing,  catching,  lifting,  pulling, 
dodging,  dancing,  exercise,  and  gymnastics),  and  investigatory  and  experimen- 
tal activities  (the  use  of  scales,  weights,  magnets,  instruments,  tools,  and  so 
forth),  the  activities  necessary  to  remedy  the  educational  deficits  of  young  girls 
find  no  regular  place  in  the  curriculum.  It  is  a  distinct  possibility  that  a  young  girl 
may  spend  a  year  or  two  in  an  early  childhood  setting  and  have  few  or  no 
experiences  with  spatial  activities,  large-motor  activities,  and  investigatory  and 
experimental  activities.  These  form  no  part  of  the  regular  curriculum  because 
they  are  most  frequently  consigned  to  that  place  in  the  curriculum  designated  as 
"free  play." 

The  early  ch..^hood  day  is  typically  divided  between  structured  and  free 
play  activities.  Structured  activities  may  be  thought  of  as  required  activities  in 
which  all  children  are  expected  to  (and  generally  do)  participate.  To  those  un- 
familiar with  early  childhood  environments,  it  may  come  as  a  surprise  that  nap 
time,  snack  time,  and  toilet  time  are  generally  programmed  rather  than  "free" 
activities.  Other  structured  activities  include  verbal  activities,  small-muscle  ac- 
tivities, and  imp'j^se-control  training.  Free  play  is  that  time  of  the  day  when 
children  are  free  to  choose  and,  perhaps  more  importantly,  free  to  avoid  ac- 
tivities. Free  play  is  generally  composed  of  certain  indoor  or  outdoor  activities 
from  which  children  are  free  to  make  selections:  doll  play  and  playing  house; 
block  play  and  play  with  other  building  materials;  carpentry;  play  with  balls. 
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trucks,  swings,  and  doll  carriages;  investigatory  and  exploratory  activities;  and  a 
selection  of  table  games  which  are  generally  aids  to  developing  prereading  or 
premathematics  skills.  But  just  how  free  is  "free  play"?  If  we  consider  the  list  of 
activities  that  constitute  the  array  from  which  the  children  may  choose,  we  find 
the  list  comprises  the  most  highly  sex-linked  activities:  conscious  that  they  are 
surrounded  by  peers  who  monitor  their  behavior,  how  many  children  will  freely 
choose  what  they  have  been  taught  is  the  **wrong"  activity?  Thus,  the  educa- 
tional needs  of  young  girls  are  largely  unmet;  and  perhaps  more  sad  still,  the 
young  girls  themselves  are  held  respor.i>ible  for  choosing  limiting,  sex-typed 
activities.  Teachers  and  parents  can  point  to  all  the  opportunities  that  the  girls 
had  to  choose  exploration,  building,  or  experimenting  but  left  unexplored. 

For  example,  large-muscle  development  is  important  for  all  children  but  is 
a  particular  educational  need  of  the  typical  young  girl,  despite  the  fact  that  the 
average  girl's  physical  development  proceeds  at  least  at  the  same  pace  as  young 
boys'  and  often  more  quickly.  Except  for  play  with  very  large  blocks,  which  is 
usually  an  all-boy  activity,  and  for  dancing,  an  activity  infrequently  scheduled, 
large-muscle  development  activities  take  place  only  during  gym  and  outdoors. 
Since  gym  classes  are  typically  not  scheduled  for  ycmg  children,  it  is  to  outdoor 
play  that  we  must  look  to  observe  how  girls'  educational  needs  are  served.  It 
comes  as  no  surprise  that  the  children  fitting  on  the  swings,  pushing  the  doll 
carriages,  sifting  sand,  and  talking  to  the  teacher  are  often  female,  while  the 
children  running  in  a  disorganized  fashion,  using  the  climbing  and  balancing 
equipment,  and  playing  with  the  balls,  trucks,  and  tricycles  are  most  often  male. 
Here,  then,  is  another  example  of  girls'  and  boys'  choosing  activities  that  they 
have  been  taught  are  appropriate  for  members  of  their  own  sex.  But  here,  too,  we 
see  an  example  of  how  sex  role  expectations  continue  to  develop  and  deepen  and 
further  hamper  children's  learning. 

In  addition  to  having  fewer  of  their  unique  needs  addressed  than  the  boys 
do,  the  giris  also  receive  less  teacher  attention  than  the  boys,  unless  the  giris  stay 
physically  close  to  the  teacher  and  lose  needed  opportunities  for  inventive  and 
independent  experiences. 

The  finding  that  boys  receive  attention  whether  they  stay  near  to  or  far 
from  the  teacher  is  cLsely  connected  to  another  finding  frequently  reported  by 
classroom  investigators:  the  greater  salience  (visibility,  importance,  presence)  of 
boys  in  tlie  classroom.  This  heightened  salience  is  indicated  by  the  greater 
number  of  instructions,  questions,  cotvments,  and  responses  directed  to  boys  by 
the  teacher  (Sadker  &  Sadker,  1982).  It  is  important  to  note  that  not  all  re- 
searchers report  more  teacher-male  interaction  than  teacher-female  interaction. 
Galeis  and  Hegland  (1982).  for  example,  report  greater  teacher-female  ititerac- 
tion;  however,  their  work  does  support  other  research  documenting  the  different 
patterns  of  verbal  behavior  that  exist  between  teachers  and  their  students  of  both 
sexes.  Boys,  more  practiced  than  giris  in  receiving  instructions,  exceed  giris  in 
their  ability  to  learn  from  instruction — first  in  oral,  then  in  written,  form  (Lynn, 
1972).  Boys'  greater  classroom  saliency,  however,  does  not  always  have  a 
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positive  effect  on  their  learning.  Boys  receive  the  overwhelming  majority  of 
negative  classroom  comments.  Boys*  **bad"  behavior  is  a  common  focus  of 
teachers'  negative  comments.  While  giris  are  frequently  ignored  or  their  pres- 
ence discoanted  in  the  classroom,  boys  are  frequently  singled  out  for  verbal 
abuse;  thus,  boys'  greater  classroom  salience  seems  often  to  be  as  negative  for 
thenk  as  it  is  for  the  girls. 

The  greater  salience  of  boys  in  early  childhood  environments  is  not  simply 
the  result  of  teacher  behavior.  Teacher  behavior  is  itself  the  result  of  a  society  in 
which  the  male  is  more  visible  than  the  female.  The  greater  visibility  of  males.in 
society  «ppears  in  even  the  earliest  school  environments,  and  in  many  ways  in 
addition  to  the  speech  and  behavior  of  teachers.  Studies  of  youn^i,  children's 
books  reveal  that  these  books  both  focus  on  males  and  posit  females  as  differem 
from  males  in  attitudes,  behavior,  and  knowledge.  Classroom  teaching  materials 
and  aids  convey  the  same  messages  (Won-.en  on  Words  and  Images,  1975). 
Recent  analyses  of  our  language  usage  patterns  have  indicated  the  male  bias  of 
the  Fnglish  language  (O'Donnell,  1973).  Very  young  children  are  less  abie  even 
than  adults  to  understand  the  concept  of  generic  usage.  Thus,  the  generic  use  of 
"man"  for  "person,"  or  "he"  for  both  "she"  and  "he,"  is  simply  beyond  the 
young  child's  language  power.  Additionally,  for  many  the  early  childhood  en- 
vironment may  be  the  first  time  tic  young  child  has  ever  been  exposed  to  this 
kind  of  language. 

The  male  bias  of  classroom  language,  the  overwhelming  male  presence 
and  systematic  sex  role  tracking  even  in  young  children's  books  and  teaching 
materials,  the  greater  salience  of  the  male  child,  a  curriculum  more  likely  to 
remedy  the  learning  deficits  young  boys  experience,  all  make  it  unlikely  that 
early  childhood  en.ironments  will  maximize  girls'  educational  opportunities. 

STRATEGIES  FOR  CREATING  SEX-EQUIT^.BLE 
EARLY  EDUCATION  ENVIRONMENTS 

Comprehensive  Sex  Equity  Programs  for  Young  Children,  Often,  even  in 
the  most  advantaged  of  early  childhood  settings,  children's  learning  oppor- 
tunities are  limited  by  their  teachers'  con,  cious  or  (more  often)  unconscious  sex 
role  channeling.  Unfortunately,  with  few  notable  exceptions,  the  needs  of  these 
teachers  and  the  childrei?  in  their  charge  have  largely  been  overiooked,  even  by 
those  who  have  undertaken  the  task  of  developing  sex-equitable  education.  For 
example,  only  4.5%  of  all  projects  funded  by  the  Women's  Educational  Equity 
Act  Program  (WEEAP)  address  the  educational  needs  of  the  eariy  childhood 
years  (National  Advisory  Council  on  Women's  Educational  Programs,  1980^.  A 
major  focus  of  this  4.5%  has  been  on  working  with  teachers  of  young  children  in 
workshops  to  help  them  become  a\  re  of  the  need  to  provide  nonsexist  eariy 
childhood  environments  for  young  cmldren.  It  is  intended  that  as  a  result  of  this 
awareness  training  teachers  will  become  more  sensitive  to  the  need  to  modify 
their  own  verbal  and  nonverbal  behavior,  to  introduce  sex-fair  and  sex-affirma- 
tive materials  into  the  classroom,  and  to  encourage  all  children  to  make  use  of  all 
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curricular  activities.  Whether  the  reliance  on  teacher  influence  is  sufficient  to 
guarantee  early  childhood  equity,  or  whether  more  significant  redesign  of  the 
curriculum  is  required,  is  a  subject  upon  which  there  is  still  debate.  There  is, 
however,  little  debate  concerning  the  necessity  of  promoting  teacher  awareness 
as  a  first  step  toward  improving  children's  educational  equity.  Fortunately,  the 
development  of  general  tCwCher  awareness  materials  has  been  a  particulr^  focus 
of  WEEAP.  Between  1976  and  1980,  awareness  projects  accounted  for  nearly 
40%  of  all  funded  projects.  Additionally,  books  such  as  Eq  lal  Their  Chances: 
Children's  Activities  for  Non-Sexist  Learning  (Shapiro,  Kramer,  &  Hunerberg, 
1981);  Growing  Up  Free:  Raising  Your  Child  in  the  80's  (Pcgrebin,  1980);  and 
Right  from  the  Start:  A  Guide  to  Non-Sexist  Child  Rearing  (Greenberg,  1978) 
offer  guidance  to  parents  and  the  teachers  of  young  children.  Of  particular 
interest  to  the  teachers  is  the  manual  of  Project  T.R.E.E.  (Training  Resources  for 
Educational  Equity)  entitled  Maximizing  Young  Cnildrens  Potential  (1980). 

Strategies  for  Involving  Children  in  Activities  Unusual  for  Their 
Sex.  Foitunately,  there  are  some  strategies  that  have  already  bee*:  proven  to 
resuh  in  involvement  of  children  in  activities  they  might  otherwise  uvoid.  Some 
of  the  most  interesting  investigatory  and  experimental  work  on  teacher  behavior 
in  the  eariy  childhood  environment  has  been  done  by  Serbin,  Connor,  and  Citron 
(I97t  •  and  has  shown  how  influential  the  actions  of  teachers  are,  particulariy  for 
yo^.i^.giris.  For  example,  young  giris  tend  to  congregate  near  the  teacher;  thus, 
if  teachers  simply  position  then^selves  near  activities  that  giris  typically  avoid, 
the  giris'  behavior  changes.  In  order  to  remain  close  to  the  teacher,  girls  will 
begin  engaging  in  activities  they  had  previously  avoided.  For  those  teachers  who 
prefer  to  discourage  giris'  proximal  behavior  rather  than  to  capitalize  on  it, 
another  technique  is  ava^'^^ble.  Teachers  must  be  quick  to  reinforce  giris  when 
they  move  away.  Moreover,  teachers  must  encourage  girls  to  return  to  activities 
they  have  left.  Serbin  fo  md  that  teachers  are  much  more  likely  to  encourage 
boys  than  giris  to  continue  abandoned  efforts.  If  a  child  experiences  an  injury  or 
problem  and  seeks  help  from  the  teacher,  the  teacher  will  typically  respond 
similariy  to  requests  for  help  from  boys  and  giris.  The  behavior  that  follows, 
however,  will  be  different:  the  teacher  is  more  likely  to  retirn  the  boy  to  his 
original  activity.  The  teacher  is  less  likely  to  do  this  with  a  fjil,  and  thus  the  giri 
remains  by  the  teacher,  her  original  activity  abandoned. 

Strategies  that  Increase  Teacher  and  Student  Involvement  in  Large-Muscle 
and  Spatial  Activities.  Almost  all  teachers  of  young  children  arc  female,  and 
they  are  often  those  who  most  easily  fit  the  expected  female  role.  Thus,  I't  is  not 
uncommon  that  the  teacher  herself  did  not  have  much  experience  as  a  child  in 
spatial  exploration,  lar^e-musclc  development,  or  investigative  and  experimental 
activities.  These  activities  are,  therefore,  less  likely  to  draw  the  teacher  than  are 
art,  music,  verbal,  and  small-muscle  activities.  The  teacher  literally  positions 
herr^elf  closer  to  those  classroom  activities  with  which  she  is  comfortable,  and  on 
the  playground  is  often  most  comfortable  just  standing  still.  Classroom  experi- 
menters, who  are  quick  to  note  that  the  great  majority  ^  teachers  in  eariy 
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childhood  environments  is  female,  have  attempted  to  produce  change  by  intro- 
ducing male  teachers  into  those  environments.  In  a  study  by  Koblinsky  and 
Sugawara  (1979),  the  experimental  group  of  children  in  a  male-directed  nonsex- 
ist  early  childhood  environment  demonstrated  the  most  movement  toward  non- 
stereotypic  thinking  as  compared  to  the  other  groups.  The  findings  based  on  one 
male  and  two  female  teachers  are  necessarily  tentative,  but  the  investigators 
speculated  that  the  ^'presence  of  an  adult  male  in  a  traditionally  female  occupa- 
tion enhances  children's  awareness  of  the  multiple  options  available  to  both 
sexes"  (p.  406).  Although  this  may  be  accurate,  it  h  iriiponant  to  note  that 
researchers  almost  universally  conclude  that  fathers  are  more  likely  to  demand 
sex  role  conformity  than  are  mothers.  It  is  unlikely,  however,  that  a  male  who 
seeks  to  work  with  young  children  would  be  a  person  who  enforces  rigid  sex  role 
expectation .  Those  who  hope  early  childhood  environments  may  become  less 
stereotypic  through  the  growth  of  a  large  cadre  of  male  teachers  are  likely  to  be 
disappointed.  The  staff  of  family  day  care  (day  care  in  the  home)  is  even  more 
overwhelmingly  female  than  the  larger,  more  traditional,  in-school  early  child- 
hood environments.  This  could,  of  course,  change  if  female-male  couples  actu- 
ally became  family  day  care  providers;  presently  this  is  not  the  case.  Family  day 
care  is  presently  structured  as  the  care  by  women  of  the  children  of  families  other 
than  their  own. 

Strategies  for  Decreasing  Children's  Sex-Stereotyped  Behaviors.  In 
coming  to  understand  the  processes  by  which  objects  or  activites  become  associ- 
ated with  only  one  sex,  an  experiment  by  Serbin,  Connor,  and  Lipman  (1977)  is 
illuminating.  In  the  first  st^p  of  this  experiment,  the  teacher  made  the  association 
of  an  object  or  activity  with  only  one  sex.  Second,  the  teacher  assisted  the  child 
in  making  a  personal  or  private  single-sex  association.  Third,  the  teacher  chose  a 
child  of  that  sex  to  demonstrate  the  object's  use  or  the  activity.  Thus,  a  teacher 
would  hold  up  a  sewing  or  lace-up  card  and  say  (step  I),  "This  is  a  sewing  card. 
Many  mommies  sew";  (step  2),  "Have  you  ever  watched  yout  mother  sew?" 
(step  3),  "Sally,  do  you  think  you  could  come  up  here  and  show  us  how  to  sew 
this  card?"  This  kind  of  introduction  was  sufficient  to  signal  the  children  that 
sewing  is  appropriate  for  giris  but  off-?imits  for  boys.  Teachers  were  most  often 
likely  to  stress  this  process  w^-^en  introducing  objects  or  activities  that  have 
societal  associations  with  malc^i.  Serbin  went  on,  however,  to  demonsti-ate  that 
sex  linking  is  neither  natural  nor  inevitable.  Serbin  gave  an  experimental  group 
of  teachers  sewing  cards  to  introduce  to  their  class'^s,  along  with  a  script  to  use 
when  first  introducing  the  activity  to  the  class.  The  script  was  designed  both  to 
avoid  S'  X  linkage  and  to  encourage  use  by  all  children.  The  three-step  process 
described  above  was  used  again,  but  with  changes.  Thus,  a  teacher  would  hold 
up  the  card  and  say  (step  1),  "This  is  a  lace-up  card.  Many  shoes  have  laces"; 
(step  2),  "Who  in  this  class  has  shoes  on  with  laces  today?"  (step  3),  "Sally  and 
Steven,  do  you  think  you  could  come  up  heie  and  show  us  hov/  to  lace  up  this 
card?"  V/hen  teachers  introduced  toys  without  linking  them  for  use  by  only  one 
sex,  all  children  made  use  of  them. 


ERIC 


466    SEX  EQUITY  FROM  EARLY  THROUGH  POSTSECONDARY  EDUCATION 


Strategies  for  Decreasing  Young  Children's  Sex-Stereotyped  Knowledge 
and  Attitudes.  Sex-fair  and  sex-affirmative  curricular  strategies  developed  for 
early  childhood  environments  have  often  centered  on  working  to  broaden  chil- 
dren's perceptions  of  adult  sex  role  possibilities  and  their  own  aspirations.  Sever- 
al of  these  projects  have  reported  success  in  having  children  increase  the  number 
of  activities  they  see  as  appropriate  for  both  female  and  male  adults.  Three  of  the 
research  studies  reporting  success  with  such  curricular  strategies  are  Project 
Equality  in  the  Highline  School  District  in  Seattle,  a  project  undertaken  by 
Guttentag  and  Bray  (1976),  and  one  directed  by  Koblinsky  and  Sugawara 
(1979).  Koblinsky  and  Sugawara  found  that  both  boys  and  giris  participating  in 
their  experimental  curriculum  demonstrated  broadened  notions  of  adult  sex  role 
opportunities,  particularly  when  the  group  was  led  by  a  male  teacher.  These 
findings  differ  from  those  of  ot'  er  researchers,  who  generally  have  reported 
greater  change  in  the  responses  of  young  girls  (Guttentag  &  Bray,  1976). 
Koblinsky  and  Sugawara  were  more  effective  in  broadening  children's  percep- 
tions of  appropriate  adul:  activities  than  they  were  in  broadening  children's 
perceptions  of  their  own  activities. 

RECOMMENDATIONS  FOR  CREATING 
EDUCATIONAL  EQUITY  IN  EARLY  EDUCATION 
ENVIRONMENTS 

Recommendations  for  Parents  and  Teachers 

Parents  and  teachers  can  perform  many  critical  functions  in  debunking  the 
myths  about  what  young  giris  and  boys  experience  and  need  by  creating  sex- 
equitable  early  education  environments. 
Strategies  that  should  be  provided  for  all  children: 

1.  Avoid  assigr.iug  activities  to  all  children  that  remedy  the  problems  typical 
of  boys,  while  permitting  all  activities  that  remedy  the  problems  typical  of 
young  giris  to  be  a  matter  of  the  young  child's  choice 

2.  Provide  only  those  activities  and  materials  that  all  children  can  uj:e  and 
enjoy  and  that  arc  sex-fair  or  sex-affirmative  in  '^ontent 

3.  Develop  verbal  and  physical  interaction  patterns  that  make  all  children 
equal  panicipants  in  non-sex-segregated  activities 

4.  Develop  non-sex-biased  linguistic  and  3ther  communication  patterns  that 
have  a  positive  impact  on  both  self-management  skills  and  cognition  for  all 
children 

5.  Create  opportunities  for  nurt..ring  and  caring  activities  that  arc  in  a  prob- 
lem-solving mode  and  that  invite  all  children's  involvement 

6.  Use  strategies  such  as  teacher  proximity  and  structured  play  time  to  involve 
children  in  activities  they  may  otherwise  avoid 

Strategies  that  should  be  available  to  all  chiUren,  but  directc  particularly  to 
girls: 
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7.  Provide  activities  that  require  spatial  exploration 

8.  Provide  ;>ctivities  for  practice  in  large-muscle  coordination  and  develop- 
ment of  large-motor  skills  (increase  structured  gym  activities) 

9.  Provide  equipment  that  enhances  investigatory  activity 

10.  Provide  activities  that  permit  learning  from  following  directions 

11.  Provide  tasks  that  require  cooperative  groups  of  three  or  more  children  for 
their  accomplishment 

12.  Encourage  distance  from  adults 

13.  Provide  opportunities  for  experimenting  with  a  wide  range  of  future  career 


Strategies  that  should  be  available  to  all  children,  but  directed  particularly  to 
boys: 

14.  Provide  activities  that  encourage  listening,  speaking,  and  conversing 

15.  Provide  activities  for  small-muscle  coordination 
IC.   Provide  opportunities  to  learn  from  modeling 

17.  Provide  opportunities  that  encourage  responsibility  for  and  to  others 

18.  Help  boys  to  develop  flexible,  effective  self-management  skills 

19.  Provide  opportunities  for  nurturing  activities,  including  family  role  re- 
hearsal in  housekeeping  or  doll  comers 

Recommendations  for  Educational  Policy  Makers 

1.  Provide  increased  fedei-al  financial  support  to  continue  the  past  practice  of 
convening  annual  national  meetings  of  researchers  and  educational  practi- 
tioners on  equal  early  education  environments 

2.  Provide  increased  information  to  the  public  and  organizations  of  paren.s  and 
teachers  about  practices  that  promote  sex  equity  in  early  education  eiiviron- 
ments  and  that  dispel  the  current  myths 

3.  Encourage  mUies  to  become  teachers  of  young  children  because  this  de- 
creases sex  segregation,  even  though  it  is  unlikely  that  either  male  or  female 
teachers  will  behave  in  nonstereotyped  ways 

Recommendations  for  Research  and  Development 

1.  Provide  increased  federal  financial  support  for  developing  and  evaluating 
more  comprehensive  equity-oriented  early  childhood  instructional  materials 
and  programs  which  are  oased  on  knowledge  gained  from  research  on  effec- 
tive strategies  to  decrease  sex  role  stereotypes  and  which  expose  children  to 
learning  opportunities  that  they  need  but  might  not  choose 

2.  Study  the  impact  of  training  on  teachers'  ability  to  modify  their  cognitive, 
affective,  and  managerial  classroom  behavior  to  ensure  all  children's  equal 
participation 

3.  Conduct  short-term  studies  (a)  of  changes  in  children's  free  time  toy  and 
school  material  selection  following  planned  exposures  to  sex-stereotypical 


options 
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items;  (b)  of  girls*  ability  to  distance  themselves  physically  from  teachers 
following  a  program  of  appropriate  reinforcement;  (c)  of  changes  in  girl-boy 
play  partner  selection  when  materials  and  activities  are  non-stereotypic;  and 
(d)  of  changes  in  pattern  of  punil  classroom  participation  when  assertive  as 
well  as  conforming  behavior  15  appropriately  reinforced 
4.  Study  the  long-term  effects  on  academic  achievement  and  occupational 
choices  of  students  who  have  had  planned  remedial  spatial  exploration  expe- 
riences and  the  long-term  effects  on  the  social  and  emotional  adjustment  of 
students  who  have  had  opportunities  to  develop  assertive  as  well  as  con- 
forming behaviors. 
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Over  the  past  few  years,  there  has  been  an  increased  emphasis  on  efforts  to 
expand  the  opportunities  and  elevate  the  status  of  women  in  postsecondary 
institutions.  Numerous  laws,  such  as  Title  IX  of  the  Education  Amendments  of 
1972,  have  been  passed  to  guarantee  equity  for  women  and  to  develop  and 
promote  programs  to  achieve  it. 

An  examination  of  recent  trends  in  the  education  of  women  by  postsecond- 
ary institutions  suggests  that  these  changes  in  law  and  practice  have  had  positive 
effects.  Women  students  are  now  in  the  majority  on  college  and  university 
campuses,  ma  Y  on  a  part-time  and  reentry  basis.  They  earn  half  the  bachelor's 
and  master's  degrees  awarded  each  year,  as  well  as  25%  of  the  professional 
degrees  and  30%  of  the  doctoral  degrees  (National  Center  for  Educa{ion  Statis- 
tics, 1980,  1981a).  Between  1971  and  1980,  women  increased  by  more  than 
25%  in  numbers  earning  bachelor's  degrees,  by  more  than  60%  in  numbers 
earning  master's  degrees,  and  by  more  than  100%  m  numbers  earning  doctoral 
degrees.  Most  impressive  of  all,  they  increased  by  more  than  550%  in  numbers 
earning  professional  degrees  (National  Center  for  Education  Statistics,  1980). 

Additionally,  more  women  than  ever  before  are  earning  degrees  in  male- 
dominated  occupational  fields  (defined  by  the  National  Center  for  Education 
Statistics  as  fitlds  in  which  men  earred  more  than  80%  of  all  decrees  awarded  in 
1971).  By  1979,  women  accounted  for  more  than  20%  of  all  bachelor's  degrees 
awarded  in  such  traditionally  masculine  fields  as  business  and  management, 
computer  and  information  sciences,  and  the  physical  sciences.  They  also  ac- 
counted for  nearly  20%  of  the  master's  degrees  awarded  in  these  fields  and  more 
than  10%  of  the  doctoral  degrees.  These  figures  represent  increases  of  100%  and 
more  since  1971  in  the  number  of  women  earning  degrees  in  these  male-domi- 
nated occupations  (National  Center  lOr  Education  Statistics,  1980).  Changes  in 
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the  aspirations  and  achievement  of  women  students  in  postsecondary  education 
cannot  be  disputed. 

At  the  same  time,  as  impressive  as  are  the  increases  in  the  number  of 
women  earning  degrees  in  male-dominated  occupational  fields,  most  degrees 
earned  by  woiren  continue  to  be  concentrated  in  the  lower-status,  lower-salaried 
occupationaLareas  that  women  have  traditioiialiy  dominated.  Tht  single  most 
popular  degree  for  women  at  all  levels  continues  to  be  education.  In  1980, 
women  earned  more  than  70%  of  the  bachelor's  and  master's  degrees  awarded  in 
education  and  nearly  half  the  doctoral  degrees  (Nations*  Center  for  Education 
Statistics,  1980).  The  fact  that  women  are  earning  more  idvanced  degrees  but 
that  they  are  earning  them  for  the  most  part  in  lower-status,  lower-salaried 
occupational  fields  may  help  explain  why  the  gaps  between  the  sexes  in  income 
and  occupational  status  have  actually  been  increasing  ovor  time  rather  than 
decreasing  (National  Center  for  Education  Statistics,  1981b). 

Just  as  with  women  students,  the  status  of  women  faculty  members  high- 
lights the  elusiveness  of  equity  in  postsecondary  institutions.  Although  the  in- 
creased enrollment  c  7  women  students  would  imply  an  increased  need  for  women 
teachers,  mentors,  and  role  models,  women  continue  to  experience  rectricted 
access  to  employment  and  promotion.  Furthermore,  within  all  types  of  institu- 
tions the  status  of  women  faculty  members  is  similar.  Women  are  concentrated  in 
assistant  professorships,  lectureships,  and  instrjctorships— mostly  untenurable 
and  untenured  ranks— at  the  same  time  that  men  continue  to  dominate  the  pro- 
fessorships and  tenure-track  positions.  Women  constitute  19%  of  the  facuhies  of 
public  and  private  universities,  where  they  are  45%  of  the  instructors  and  43%  of 
the  assistant  professors  but  only  17%  of  the  associate  professors  and  6%  of  the 
professors.  Women  are  27%  of  the  faculties  of  other  4-year  colleges,  where  they 
are  54%  of  the  instructors  and  36%  of  the  assistant  professors  but  only  21%  of 
the  associate  professors  and  12%  of  the  professors.  In  2-year  colleges,  women 
are  36%  of  the  faculties— specifically,  50%  of  the  instructors,  40%  of  the  as- 
sistant professors,  30%  of  the  associate  professors,  and  23%  of  the  professors 
(National  Center  for  Education  Statistics,  1982). 

In  salary  as  in  rank,  women  faculty  members  continue  to  be  at  a  disadvan- 
tage in  comparison  with  men.  Women  professors  in  public  and  private  univer- 
sities earn,  on  the  average,  $3,000  '^ss  than  their  male  colleagues  in  an  academic 
year;  women  associate  and  assistant  professors  average  $1,000  less  in  yeariy 
earnings.  Similar  disparities  between  women  and  men  are  apparent  in  the  aver- 
age salaries  of  both  in  other  4-year  and  2-year  institutions  (National  Centei  for 
Education  Statistics,  1981c).  Regardless  of  rank,  type  of  institution,  or  disci- 
pline, women  earn  less  than  men. 

Women  administrators  are  ^iinilariy  few  in  number  and  concentrated  in 
entry-  and  middle-level  positions.  Even  when  exceptionally  successful,  they  are 
promoted  to  such  posts  as  assistants  to  the  president,  the  chancellor,  or  the 
provost.  Only  rarely  do  they  become  president,  chancellor,  or  provost  (Sandler, 
1979).  Additionally,  for  women  administrators,  as  for  women  faculty  members. 
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the  more  prestigious  the  institution  the  fewer  the  number  of  women  in  senior 
positions  (Moore,  1982). 

This  chapter  examines  conditions,  policies,  and  practices  that  may  help 
explain  why  sex  inequities  continue  to  exist  in  the  education  and  employment  of 
women  in  postsecondary  institutions  and  offers  some  recommendations  for  spe- 
cific actions  that  c?n  be  taken  to  accelerate  change  toward  equity.  The  analysis  is 
based  in  part  on  a  comprehensive  study  of  perceptions  of  sex  discrimination 
conducted  in  conjunction  with  the  development  and  dissemination  of  an  Institu- 
tional Self-Study  Guide  on  Sex  Equity  for  Postsecondary  Educational  Institutions 
(Bogart,  Flagle,  Marvel,  &  Jung,  1981)  with  the  support  of  Carnegie  Corporation 
of  New  York  and  the  Fund  for  the  Improvement  of  Postsecondar>  Education.  This 
study  involved  interviews  with  more  than  200  individuals  knowledgeable  about 
the  treatment  of  women  in  postsecondary  institutions,  including  administrators, 
faculty  members,  students,  women's  advocates,  researchers,  plaintiffs,  and  attor- 
neys. Others  knowledgeable  about  postsecondary  education  were  surveved  by 
mail.  Reviews  of  the  literature  and  of  legal  precedents  were  conducted,  and 
complementary  efforts  taking  place  elsewhere  were  identified  (Bogart,  1981). 

Solutions  proposed  for  addressing  perceived  inequities  are  based  on  recom- 
mendations in  the  st.;  study  guide  and  numerous  other  publications  and  on  the 
exemplary  programs  and  practices  of  different  institutions.  The  actions  that 
specific  institutions  are  taking  to  remedy  sex  inequities  are  not  described.  How- 
ever, Everywoman*s  Guide  to  Colleges  and  Universities  (Howe,  Howard,  & 
Strauss,  1982)  evaluates  early  600  colleges  and  universities  in  terms  of  the 
programs  and  cnvironiricru  available  to  women.  Additionally,  Toward  Equity: 
An  Action  Manual  for  Worsen  in  Academe  (Bogart,  1984),  developed  with  a 
grant  from  Carnegie  Corporation  of  New  York,  describes  nearly  150  programs 
and  policies  in  progress  at  colleges  and  universities  that  promote  equity  for 
women  in  the  academic  community  and  are  adaptable  by  other  institutions. 

The  focus  in  this  chapter  is  on  voluntary  institutional  change.  The  need  for 
voluntary  change  has  become  increasingly  important  as  a  result  of  the  February 
1984  Supreme  Court  decision  limiting  the  coverage  of  Title  IX  to  programs  and 
activities  that  receive  federal  financial  assistance.  Voluntary  change  has  often 
been  impeded,  however,  by  lack  of  information  about  the  conditions,  policies, 
and  practices  that  perpetuate  sex  inequities  and  by  lack  of  information  about 
solutions  that  can  address  them.  This  chapter  identifies  many  of  these  postsecon- 
dc.ry  barriers  and  solutions.  A  related  article  by  Klein  and  Bogart  (in  press) 
describes  some  additional  sex  equity  solutio.  s  at  the  ehmentary  and  secondary 
school  levels  that  may  be  transferable  to  postsecondary  educadon. 

Because  the  issues  involved  are  complex,  only  a  few  are  discussed  and 
only  a  few  of  many  possible  solutions  are  proposed.  For  further  treatment  of  the 
issues,  other  resource  materials  are  referenced  throughout  the  chapter.  The  dis- 
cussion is  organised  around  analysis  of  factors  influencing  sex  equity  for  stu- 
dents, faculty,  administrators,  and  staff  and  the  social-educational  climate  within 
which  women  and  men  study  and  work. 
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ACHIEVING  SEX  EQUITY  FOR  STUDENTS 

Admissions.  The  increased  enrollment  of  women  in  postsecondary  in- 
stitutions is  undoubtedly  attributable  not  only  to  changes  in  the  aspirations  of 
women  but  also  to  changes  in  admissions  policies  and  practices.  In  good  part 
thanks  to  Title  IX,  few  institutions  today  have  quota  systems  for  women  and 
men,  although  these  were  common  only  a  d  cade  ago  fAstin,  1976;  Sandler, 
1975).  Even  without  such  overt  sex  discrimination,  woman  may  continue  to  be 
treated  differently,  often  inadvertently  (Sandler,  1979).  Some  faculty  members 
may  make  assumptions  about  appropriate  areas  of  study  fo*"  men  nnd  women  that 
may  affect  admissions  or  limit  enrollment  :n  nontraditional  courses  and  pro- 
grams. One  student  interviewed  in  conjunction  with  the  development  of  the 
Institutional  Self-Study  Guide  on  Sex  Equity  related: 

I  was  told  that  women  arc  too  great  a  risk  to  be  accepted  by  this  department, 
despite  the  admission  that  my  qualifications  were  equal  to  or  above  those  of  'he 
average  candidate.  They  recommended  that  I  go  back  to  literature  where  I 
belong.  Namely,  where  women  belong! 

Officials  may  be  reluctant  to  admit  many  women  because  they  believe 
women  to  be  less  serious  or  capable  than  men,  particularly  at  the  graduate  level. 
Some  institutions  adhere  to  traditional  structures,  especially  regarding  class 
scheduling,  residency  requirements,  and  transfer  of  credit,  which  may  make 
access  difficult  for  older  students,  many  of  whom  are  women. 

There  are  multiple  ways  to  eliminate  sex  inequities  in  adn.issions.  At  the 
undergraduate  level,  if  they  are  not  already  doing  so,  institutions  can  handle 
applications  for  men  and  women  together,  so  that  the  best  are  admitted,  instead 
of  the  best  of  each  sex  (Sandler,  1975).  They  can  periodically  review  under- 
graduate admissions  practices  for  possible  sex  bias,  study  the  admissions  and 
attrition  rates  of  students  by  sex,  age,  race,  and  ethnicity,  and  tyke  remedial 
action  wheie  necessary. 

Because  more  subjective  judgment  is  involved  in  graduate  admissions, 
there  is  greater  opportunity  for  sex  discrimination  than  in  undergraduate  admis- 
sions. It  is  not  uncommon  for  those  responsible  for  graduate  admissions  to 
consider  a  woman's  marital  status  and  whether  or  not  she  is  "serious'*  about  her 
career — questions  which  might  not  be  raised  about  male  applicants. 

While  subjective  judgment  cannot  be  eliminated  from  the  graduate  admis- 
sions process,  institutions  can  maintain  safeguards  against  the  inequitable  use  of 
these  judgments.  They  can  provide  faculty  and  others  who  evaluate  candidates 
with  guidelines  for  eliminating  sex-related  criteria.  They  can  evaluate  practices 
by  examining  the  number  of  women  and  men  by  race,  ethnicity,  and  age  who 
apply  to  each  department  and  the  institution  as  a  whole,  and  the  number  who  are 
admitted.  They  can  make  a  special  effort  to  recruit  women  in  general,  and 
specifically  minority  women,  as  both  graduate  and  undergraduate  students.  (For 
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a  discussion  of  the  effects  of  admissions  policies  on  reentry  women  students,  sec 
chapter  22.) 

Financial  Aid,  Access  to  postsecondary  education  is  influenced  not  only 
by  admissions  policies  and  practices  but  also  by  the  availability  of  financial  aid. 
Women  students  receive  fewer  dollars  than  men  students  do  from  public  sources 
of  financial  aid,  despite  the  fact  that  they  have  greater  financial  need  (Moran, 
1983).  Women  students  are  more  likely  to  enroll  part-time  than  men  students  are 
because  they  do  not  have  the  financial  resources  for  full-time  study,  but  part-time 
enrollment  disqualifies  them  from  a  numbei  of  federal  aid  programs  that  are 
limited  to  full-time  students.  Women  students  also  continue  to  report  that  deci- 
sions made  by  institutions  about  scholarships,  fellowships,  and  assistantships  are 
influenced  by  sex-related  criteria: 

The  same  professor  who  had  previously  discouraged  my  entering  his  department 
was  responsible  for  the  termination  of  my  fellowship  after  one  year,  allegedly 
because  I  was  not  "serious,"  The  charge  was  unjustified  from  every 
consideration,  and  the  episode  has  left  me  CA?rcmcly  bitter. 

Each  year  that  I  was  a  graduate  student,  I  did  not  receive  a  teaching 
assistantship  until  the  last  minute  even  though  my  grades  were  among  the 
highest,  t  was  told  that  my  husband  had  a  job,  so  i  did  not  need  the  money. 
(Bogart,  1981) 

Interviews  with  administrators,  faculty,  and  students  (Bogart,  1981)  sug- 
gest that  women  students  may  be  denied  student  loans  because  of  their  antici- 
pated lower  potential  for  paying  them  back;  that  men  are  sometimes  awarded 
more  prestigious  graduate  ftilov/ships,  while  equally  qualified  or  superior  wom- 
en are  awarded  assistantships;  and  that  the  greater  financial  obligations  of  older 
students,  who  are  increasingly  women,  are  noi  always  taken  into  account  in 
evaluating  financial  need. 

To  eliminate  sex-related  inequities  in  financial  aid  programs  covered  by 
Title  IX  under  the  February  1984  Grove  City  College  v.  Bell  Supreme  Court 
decision,  institutions  can  take  a  variety  of  actions.  They  can  make  finanr»  '  aid 
available  to  part-time  students,  many  of  whom  are  minorities  and  women.  They 
can  take  child  and  other  family  costs  into  account  in  assessing  financial  need, 
both  for  nonfederal  grants  and  loans  and  for  federal  grants  and  loans  where 
allowed.  They  can  publicize  financial  aid  resou!«*es  for  women.  They  can  con- 
duct reviews  to  determine  the  possibility  of  sex  bias  in  decisions  and  practices 
related  to  financial  aid  and  take  remedial  action  where  necessary. 

The  Curriculum,  Female  and  male  students  continue  to  study  a  tradi- 
tional curriculum,  which  often  does  not  include  content  on  or  contributions  bv 
women  (Howe,  1977,  1980,  1981;  Howe  &  Lauter,  1980;  Lauter  &  Howe, 
1978).  Students  have  observed: 


•J 


LERJC 


IMPROVING  SEX  EQUITY  IN  POSTSECONDARY  EDUCATION  475 

Courses  taught  by  women  about  women  are  the  only  place  where  women  are 
taken  seriously  cither  in  terms  of  course  content  or  as  participants.  Most  faculty 
arc  not  even  comfortable  with  the  use  of  inclusive  language  with  respect  to 
humanity.  (Bogart^  1981) 

Although  male  professors  give  lip  service  to  including  "femaL-"  development 
and  female  authors,  they  still  consider  women  a  ^'special  topic."  They  trcat  **il*' 
as  they  trcat  other  special  topics,  devoting  one  lecture  either  to  a  guest  lecturer 
who  is  a  woman  or  to  the  sublet  of  women.  Few  female  authors  arc  included 
in  the  bibliographies.  (Bogart.  1981) 

Institutions  can  encourage  faculty,  particularly  in  the  humanities,  social 
sciences,  and  biological  sciences,  to  transform  traditional  courses  to  include  the 
new  scholarship  on  and  by  women.  Projects  at  the  Wellesley  College  Center  for 
Research  on  Women,  the  University  of  Arizona,  the  University  of  Maine  at 
Orono,  Montana  State  University.  Wheaton  College,  and  the  University  of  Colo- 
rado, to  mention  only  a  few,  have  also  experimented  with  ways  to  encourage 
faculty  members  to  introduce  scholarship  on  and  by  women  into  their  courses 
(Bogart,  1984). 

Counseling  and  Guidance.  Counseling  and  guidance  may  contribute  to 
the  problem  women  often  have  in  achieving  support  as  well  as  advancement. 
Some  women  students  are  still  advised  that  careers  and  advanced  degrees  are  not 
important  for  women;  that  women  cannot  or  should  not  combine  careers  with 
marriage  and  family;  or  that  they  should  not  pursue  nontraditional  careers. 

Personal  counseling  and  guidance  services  can  include  peer  counseling, 
which  women  often  find  helpful,  as  well  as  groups  and  centers  for  women  with 
similar  needs,  such  as  reentry  women  or  minority  women.  Career  planning 
services  can  provide  information  on  occupations  traditionally  considered 
"male,"  as  well  as  workshops  to  interest  women  in  the  professions.  Counselors 
can  be  encouraged  to  use  a  variety  of  educational  materials,  many  of  which  have 
been  developed  under  the  sponsorship  of  the  Women*s  Educational  Equity  Act 
Program  to  meet  the  needs  of  different  groups  of  women  (for  example,  Ekstrom, 
1981a,  1981b,  1982;  Eliason,  1981;  Perun,  1982;  Project  on  the  Status  and 
Education  of  Women,  1980;  Tittle  &  Denker,  1980). 

Support  Services  and  Facilities.  Many  colleges  and  universities  are  sen- 
sitive to  the  educational  and  related  needs  of  women  and  offer  a  variety  of 
courses  and  programs  for  different  groups  of  students,  but  the  opportunities  to 
take  advantage  of  them  may  be  reduced  by  inadequate  support  services  and 
facilities.  One  student  reported: 

There  was  space  available  that  could  be  a  day  care  center  that  would  meet  state 
regulations  but  there  was  not  enough  time  to  put  together  a  program.  By  the 
time  female  faculty  and  students  had  organized  to  start  a  day  care  center,  the 
space  had  been  given  to  another  department.  More  college  support  should  have 
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been  invested  in  helping  to  start  a  day  care  program  so  more  women  could 
attend  college.  (Bogart,  1981) 

A  commission  on  the  status  of  women  can  review  the  status  of  women  on 
campus.  Preventive  measures  can  be  taken  to  increase  campus  safety,  such  as 
nighttime  escort  service,  campus-wide  bus  service  operating  during  the  day  and 
night,  adequate  lighting  throughout  the  campus,  self-defense  courses,  and  infor- 
mation on  campus  safety  and  on  preventing  sexual  assault.  Health  care  services 
can  include  gynecological  care.  Institutions  can  offer  child  care  services,  infor- 
mation, and  referral.  They  can  allocate  space  to  women  and  women-related 
programs,  such  as  a  women's  center,  a  center  for  continuing  education,  and  a 
center  for  research  on  women. 

ACHIEVING  SEX  EQUITY  FOR  MEMBERS 

OF  THE  FACULTY,  ADMINISTRATION,  AND  STAFF 

Advertising,  Recruitment,  and  Employment,  Over  the  last  few  years, 
women  have  increasingly  sought  employment  in  higher  education  as  faculty 
members,  researchers,  counselors,  librarians,  deans,  vice-presidents,  provosts, 
presidents,  and  chancellors.  Although  some  have  succeeded  in  obtaining  posi- 
tions at  entry  or  middle  management  levels,  women  are  still  few  in  number, 
especiali.  at  senior  levels  of  responsibility.  In  part,  this  reflects  the  fact  that  there 
are  few  positions  available  to  men  or  women  at  a  time  when  enrollments  may  be 
declining  and  institutional  operating  costs  are  increasing.  But  it  may  also  reflect 
practices  that  have  a  more  adverse  effect  on  one  sex  than  on  the  other  (Ekstronj, 
1978;  National  Academy  of  Sciences,  1979).  One  faculty  member  commented: 

A  woman  professor  suggested  by  memo  to  the  department  head  that  potential 
job  openings  be  advertised  in  women's  newsletters,  such  as  those  of  the 
women's  caucuses  of  professional  associations.  She  listed  prices,  names, 
addresses,  etc.  The  response  by  memo  was  that  women  looking  for  jobs  should 
read  the  Chronicle  of  Higher  Education  and  the  APA  Monitor.  What  led  up  to 
this  incident  was  that  the  department  chairman  had  expressed  an  interest  in 
hiring  qualified  women  candidates  *'if  only  we  could  find  them."  (Bogart, 
1981) 

Women  are  often  not  part  of  the  informal  networks  through  which  many 
men  are  identified  and  recruited  for  positions.  Search  committees  may  not  know 
how  to  identify  women  candidates,  and  ranking  procedures  rnay  in  some  in- 
stances operate  to  their  disadvantage.  For  minority  women,  the  barriers  imposed 
'  by  sex  are  multiplied  by  barriers  having  other  origins. 

Postsecondary  institutions  can  identify,  recruit,  and  hire  women  as  well  as 
men  at  all  levels  of  responsibility  (Bogart,  1981;  Gappa,  1977;  Gappa  &  Uehl- 
ing,  1979;  Hays,  1978;  Project  on  the  Status  and  Education  of  Women,  1978; 
Touchton  &  Shavlik,  1978).  Positions  can  be  advertised  in  channels  likely  to 
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reach  prospective  women  candidates.  Positions  announcements  can  invite  wom- 
en, and  more  specifically  minority  women,  to  apply.  Senior  officials,  including 
trustees,  chancellors,  presidents,  vice-presir'  .its,  and  deans  can  regularly  search 
for  potential  women  and  minority  candidates.  Individual  women  and  women's 
groups  can  be  asked  to  recommend  women  for  positions.  When  candidates  are 
interviewed,  wheiher  by  a  committee  or  an  individual,  one  person  may  be  given 
the  responsibility  for  seeing  that  women  are  included.  Efforts  can  be  made  to 
ensure  that  all  candidates  arc  asked  the  same  kinds  of  questions.  A  senior  admin- 
istrator can  be  charged  with  responsibility  for  final  selection  as  a*  alternative  to 
ranking  procedures,  since  such  procedures  rarely  select  minorities  and  women 
for  high-level  appointments.  Data  about  the  number  of  position  offers,  actual 
hires,  and  terms  and  conditions  of  employment  by  sex,  rank,  and  race/ethnicity 
can  be  collected  and  evaluated. 

Professional  Development  and  Advancement.  For  women  who  are  hired, 
opportunities  for  professional  development  and  advancement  are  often  few. 
Women  describe  few  opportunities  to  receive  advice  and  support  from  a  mentor 
who  is  a  senior  member  of  the  faculty,  administration,  or  staff;  few  opportunities 
to  establish  collegial  relationships  through  research  collaboration  and  other  ac- 
tivities; teaching  assignments  limited  to  lower  division  courses;  demands  placed 
on  them  to  assume  counseling  responsibility  for  a  large  number  of  women 
students  due  to  the  few  women  employed;  too  many  or  too  few  committee 
assignments;  and  few  opportunities  to  attend  conferences  for  professional  devel- 
opment. In  addition,  because  women's  research  often  focuses  on  issues  of  spe- 
cial concern  to  women,  their  work  is  devalued,  reducing  the  chances  for 
promotion. 

Professional  development,  services,  and  rewards  are  also  limited  for  wom- 
en, relative  to  men,  by  a  variety  of  factors  related  to  the  structure  of  professional 
work  and  the  availability  of  support  services.  Women,  as  parents  who  often  have 
sole  or  primary  responsibility  for  the  care  of  children,  cannot  always  work 
without  interruption,  as  can  men.  Women  faculty  members,  administrators,  and 
staff  members  share  with  women  students  the  need  for  childcare,  health,  and 
safety  programs. 

To  improve  the  status  of  women  members  of  the  faculty,  administration, 
and  staff,  institutions  can  collect  and  evaluate  data  on  teaching  and  ac'..im- 
istrative  assignments  and  on  opportunities  to  attend  summer  institutes,  work- 
shops, and  conferences  for  professional  uevclopmcnt.  They  can  provide  release 
time  for  unfunded  research  (Campbell  &  Brown,  1982).  They  can  determine 
whether  there  are  explicit  written  criteria  for  tenure  or  promotion.  They  can 
encourage  members  of  the  faculty,  administration,  and  staff  to  be  familiar  with 
the  process  by  which  tenure  or  promotion  is  decided.  Senior  faculty  members 
and  administrators  can  be  assigned  to  help  junior  staff  members  prepare  for 
consideration  for  tenure  or  promotion.  Other  mentoring  systems  can  be  devel- 
oped (Rowe,  1981a,  1981b). 

Compensation  and  Fringe  Benefits.   The  conclusions  of  numerous  studies 
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analyzing  salaries  of  female  and  male  faculty  members  are  consistent:  regardless 
of  rank,  type  of  institution,  or  discipline,  women  are  paid  less  than  men  (for 
example,  Trivett,  1978).  Although  the  significantly  lower  average  salaries  for 
women  are  attributable  in  part  to  their  concentration  in  the  lower  ranks,  in  2-  and 
4-year  colleges,  and  in  certain  lower-paying  disciplines,  and  to  the  fact  that 
fewer  women  than  men  hold  terminal  degrees,  the  differences  do  not  disappear 
when  comparisons  are  made  rank  by  rank,  controlling  for  type  of  institution  and 
other  personal  and  institutional  factors.  These  persistent  salary  discrepancies 
exist  even  among  new  faculty  members  and  constitute  an  ongoing  challenge  to 
salary  equity. 

Institutions  can  apply  procedures  (for  example,  regression  techniques)  an- 
nually to  identify  salary  inequities  and  take  correction  action  within  a  reasonable 
period  of  time  (Cox  &  Astin,  1977;  Gray  &  Scott,  1980;  Pezullo  &  Brittingham, 
1979;  Trivett,  1978).  They  can  provide  prorated  fringe  benefits  for  part-time  and 
temporary  staff  members.  When  such  inequities  are  corrected,  adjustments  in 
pensions  and  other  benefits  should  also  be  made  (Committee  W,  1976). 

THE  SOCIAL-EDUCATIONAL  CLIMATE 
AND  BARRIERS  TO  SEX  EQUITY 

Subtle  Discrimination.  There  are  a  broad  range  of  subtle  behaviors  and 
events  that  perpetuate  inequities  for  women  in  postsecondary  education.  These 
subtle  barriers — verbal  and  nonverbal  behaviors  that  discriminate  uninten- 
tionally as  well  as  intentionally — are  not  likely  to  be  formally  contested  in  a 
court  of  law.  They  can  be  described  as  "microinequities,"  or  inequities  which 
taken  singly  seem  so  insignificant  that  they  may  not  be  identified,  much  less 
protested.  At  the  same  time,  taken  together  they  constitute  formidable  barriers  to 
equal  opportunities  for  women  (Rowe,  1977).  They  include: 

Exclusion:  Unintentional  and  intentional  oversights  denying  women  access 
to  events  such  as  departmental  functions  where  information  needed  for  upward 
mobility  may  be  informally  exchanged 

Role  stereotyping:  Expectation  of  behavior  that  conforms  to  sex  role  ster- 
eotypes, such  as  passivity  and  deference  in  demeanor,  and  traditional  course  and 
career  choices 

The  double  standard:  Differential  evaluation  of  behavior  as  a  function  of 
sex;  for  example,  regarding  a  man's  nonacademic  experience  as  **enriching"  and 
that  of  a  woman  as  indicating  "lack  of  focus" 

Condescension:  The  apparent  refusal  to  take  women  seriously  as  students 
or  colleagues,  communicated  through  posture,  gesture,  and  tone  of  voice 

Sexist  comments:  Expressions  of  derogatory  beliefs  about  women,  such  as 
the  sentiments  that  women  are  "inferior,"  "lacking  in  originality,"  "not  se- 
rious," "not  intelligent,"  and  "a  distraction" 

Hostility:  Avoidance,  expressions  of  annoyance,  resentment,  anger,  and 
jokes  and  innuendoes  at  the  expense  of  women 
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Denial  of  status  and  authority:  The  covert  refusal  to  acknowledge  a  wom- 
an's position  or  her  scope  of  authority,  such  as  subordinates  bypassing  a  woman 
staff  member  to  report  to  her  superiors 

Invisibility:  The  failure  to  recognize  the  presence  or  contributions  of  wom- 
en; for  example,  in  course  content 

Tokenism:  The  discretionary  inclusion  of  one  or  only  a  few  women;  for 
example,  as  committee  members  or  speakers 

Divide  and  conquer:  The  use  of  tactics  that  maximize  the  social  distance  of 
women  from  each  other,  such  as  informing  a  woman  that  she  is  superior  to  other 
women  or  to  minorities  in  ability  or  achievement 

Backlash:  The  rejection  of  women  and  men  who  support  efforts  to  improve 
the  status  of  women,  in  such  ways  as  blocking  their  access  to  research  funds 

Women  students  are  subjected  to  subtle  discrimination  in  the  classroom 
and  outside,  with  the  result  that  they  can  begin  to  believe  their  presence  in  class 
is  not  wanted,  their  participation  in  class  discussion  is  not  expected,  their  capaci- 
ty for  intellectual  development  is  limited,  and  their  academic  and  career  goals  are 
not  matters  for  serious  attention  or  concern  (Hall,  1982).  For  example,  one 
student  reported: 

Students  in  one  of  my  classes  did  a  tally  and  found  that  male  professors  called 
on  men  more  often  than  on  women  students.  What  male  students  have  to  say  or 
contribute  is  viewed  as  having  more  importance  than  what  female  students  have 
to  contribute  in  class.  (Bogart,  198 1) 

Another  student  observed: 

In  classes,  I  experienced  myself  as  a  person  to  be  taken  lightly.  In  one  class,  I 
was  never  allowed  to  finish  a  sentence.  There  seemed  to  be  a  tacit 
understanding  that  I  never  had  anything  to  say.  (Bogart,  198 1) 

For  female  members  of  the  faculty,  administration,  and  staff,  subtle  dis- 
crimination also  represents  a  major  barrier  to  equitable  treatment.  A  faculty 
member  commented: 

Whenever  I  am  introduced  by  members  of  my  department,  it  is  "Professor 


professor  also.  (Bogart,  I98I) 

It  is  important  to  educate  members  of  the  postsecondary  community  as  to 
how  subtle  discrimination  expresses  itself  in  both  verbal  and  nonverbal  commu- 
nication (for  example,  Henley,  1977;  Thome  &  Henley,  1975)  and  as  to  how  it 
may  be  avoided  (for  example.  International  Association  of  Business  Commu- 
nicators, 1977).  Institutions  can  establish  procedures  through  which  students  or 
staff  members  may  express  their  concerns  about  subtle  discrimination  (for  exam- 


.,  Professor 


.,  and  Mrs. 


though  I  have  a  Ph.D.  and  am  a 
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pie,  through  adirinistration  of  surveys  or  questionnaires  inquiring  about  subtle 
discrimination  or  through  other  informal  complaint  procedures  such  as  sug- 
gestion boxes).  An  institutional  official  or  office  can  be  delegated  responsibility 
for  receiving  and  responding  to  expressions  of  concern  regarding  subtle  discrimi- 
nation. Institutional  officials  can  also  educate  and  support  women  in  dealing 
effectively  on  their  own  to  express  their  concerns  to  professors,  advisers,  o: 
employers. 

Multiple  Discrimination.  For  minority  women,  older  women,  and  dis- 
abled women,  sex  discrimination  may  be  compounded  by  discrimination  on  the 
basis  of  race,  age,  or  handicap.  A  minority  woman  faculty  member  reported: 

A  male  student  who  received  a  bad  grade  called  mc  a  nigger.  This  is 
discrimination,  certainly  on  the  basis  of  race,  and  possibly  of  sex.  The  student 
most  likely  would  not  have  made  the  comment  if  the  institutional  climate  did 
not  somehow  allow  this  sort  of  behavior,  (Bogart,  I98l) 

Women  subjected  to  muhiple  forms  of  discrimination  are  least  represented 
as  students  or  staff  members  and,  as  members  of  the  postsecondary  community, 
are  especially  vulnerable  to  both  subtle  and  overt  discrimination.  Minority  wom- 
en are  often  excluded  from  informal  networks,  including  those  of  majority  wom- 
en and  minority  men,  and  often  they  cannot  locate  mentors  or  role  models.  Data 
need  to  be  kept  about  the  status  of  minority  women  (that  is,  data  are  often 
collected  about  the  status  of  women  and  the  status  of  minorities,  but  the  status  of 
minority  women  is  often  obscured).  In  addition,  content  on  minority  women  can 
be  included  in  courses  and  programs,  and  members  of  the  faculty,  administra- 
tion, and  staff  can  be  sensitized  to  their  needs  and  interests  (Fields,  1981;  Project 
on  the  Status  and  Education  of  Women,  1982b;  Scott,  cited  in  Resources  for 
Change,  1981).  Institutions  can  also  become  familiar  with  programs  to  identify 
the  needs  of  and  improve  the  status  of  minorities,  both  as  students  and  employees 
(for  example,  Chacon,  1982;  Scott,  cited  in  Resources  for  Change,  1981)  (see 
also  chapter  19). 

Data  need  to  be  kept  about  the  status  of  reentry  women  as  students  and 
employees.  Content  on  older  women  can  be  included  in  courses  and  programs, 
and  training  can  be  provided  to  members  of  the  faculty,  administration,  and  staff 
to  sensitize  them  to  older  women's  needs  and  interests  (Astin,  1976;  Daniels, 
1979;  Ekstrom,  1980;  Project  on  the  Status  and  Education  of  Women,  1980)  (see 
also  chapter  22). 

Sexual  Harassment.  There  is  increasing  concern  on  college  and  univer- 
sity campuses  across  the  country  about  the  sexual  harassment  of  women  students 
and  employees  (Crocker,  1982;  Diamond,  Feller,  &  Russo,  1981;  Franklin, 
Moglen,  &  Boring,  1981;  Sandler  et  al.,  1981;  Till,  1980).  This  type  of  harass- 
ment ranges  from  the  use  of  sexual  humor  and  innuendo  to  physical  threats  and 
sexual  assaults,  including  rape.  One  student  reported: 
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After  the  quarter  was  over,  he  invited  me  by  phone  to  meet  him  at  a  coffee 
shop,  presumably  to  discuss  my  paper.  Perhaps  I  was  naive,  but  I  was  surprised 
when  he  did  not  even  bring  the  paper  with  him.  He  proceeded  to  make  various 
crudely  obvious  sexual  propositions,  inviting  me  to  ^'experiment  sexually**  with 
him  and  to  go  over  that  night  to  his  home  for  dinner  .  .  .  trying  to  put  an  arm 
around  me.  touch,  etc. 

Another  commented: 

I  was  discussing  my  work  in  a  public  setting  when  a  professor  cut  me  off  and 
asked  me  if  I  had  freckles  all  over  my  body.  (Bogart,  1981) 

Unwanted  sexual  approaches  can  produce  embarrassment,  uneasiness,  and 
fear;  feelings  of  unworthiness;  inability  to  concentrate  on  studies  or  work  assign- 
ments; loss  of  academic  or  career  counseling  opportunities;  poor  grades  and 
academic  failure;  and  loss  of  one's  job,  in  the  case  of  employees.  Most,  if  not  all, 
overt  sexual  harassment  can  result  in  legal  action  against  the  institution,  but  the 
more  subtle  abuses  may  not  be  subject  to  legai  redress. 

Institutions  can  address  both  overt  and  subtle  sexual  harassment  through 
publicized  policies  and  procedures  for  considering  and  acting  on  complaints. 
They  can  identity  and  eliminate  sexual  harassment  by  documenting  the  extent  of 
the  problem  through  surveys,  hearings,  meetings,  or  other  methods;  developing  a 
faculty  code  of  conduct;  disseminating  written  information  to  students  and  em- 
ployees indicating  the  types  of  behavior  that  constitute  harassment;  imposing 
sanctions  against  those  who  harass  students  or  employees;  and  developing  a 
procedure  to  inform  new  students,  faculty  members,  and  employees  about  their 
right  to  be  protected  against  sexual  harassment. 

Complaint  procedures  should  include  both  informal  and  formal  grievance 
channels;  be  published  at  least  once  a  year  in  communication  channels  likely  to 
reach  all  members  of  the  campus  community;  include  names  or  titles  of  institu- 
tional officials  who  are  responsible  for  responding  to  reports  of  harassment; 
protect  the  confidentiality  of  the  report;  and  specify  alternative  courses  of  action 
that  may  be  chosen  by  a  complainant  in  consultation  with  institutional  officials. 

Dissent,  Mediation,  and  Grievance.  Although  many  institutions  have 
grievance  procedures,  they  may  not  serve  ::s  effective  channels  through  which 
students  and  staff  members  can  express  concerns  about  conditions,  policies,  and 
procedures  perceived  as  contributing  to  sex  discrimination  (for  example,  Abram- 
son,  1975,  1979;  DeSole  &  Hoffman,  1982;  Farley,  1981a,  1981b,  1982;  Mc- 
Carthy, 1980;  McCarthy  &  Ladimer,  1981).  A  faculty  member  stated: 

I  have  a  complaint  to  make  to  the  department  chairman.  I  cannot  confront  him 
directly  because  that  would  be  tantamount  to  challenging  his  authority,  yet  I 
have  no  peers  on  the  staff  who  will  speak  for  me.  My  peers  are  mostly  males. 
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and  they  can  sec  no  reason  for  me  to  complain,  even  though  I  am  teaching 
twice  the  number  of  classes  for  half  the  pay.  (Bogart.  1981) 

Channels  are  needed  that  maximize  the  opportunities  available  to  indi- 
viduals and  institutions  to  resolve  concerns  peacefully,  without  escalation  into 
court  action.  The  approaches  necessitated  by  legal  procedures  are  adversarial  and 
do  not  lend  themselves  to  problem  solving.  Additionally  and  unfortunately, 
litigation  rarely  produces  satisfactory  results.  Sex  discrimination  suits  against 
colleges  proceed  through  a  series  of  appeals,  often  lasting  years,  consume  re- 
sources in  time  and  money,  and  leave  both  plaintiffs  and  defendants  exhausted 
and  defeated,  whatever  the  outcome  of  court  action. 

Institutions  can  evaluate  procedures  already  in  existence  for  due  process 
and  see  that  they  operate  in  a  way  that  protects  all  parties  from  unresponsiveness, 
delays,  complications,  failure  to  protect  confidentiality,  threats  of  retaliation, 
and  actual  reprisal.  Once  grievance  procedures  have  been  developed  that  are 
clear,  equitable,  and  provide  adequate  due  process,  administrators  should  pub- 
licize and  abide  by  them. 

On  some  campuses,  women  faculty  members  and  students  have  formed 
their  own  support  groups  or  networks  and  have  achieved  a  position  within  the 
university  system,  for  example  as  a  review  committee  for  evaluating  admin- 
istrative policies  and  procedures  affecting  women.  Women  need  such  organiza- 
tions in  order  to  protect  their  interests  and  to  learn  effective  strategies  for  bring- 
ing about  change  in  the  practices  and  policies  that  disadvantage  women. 
Institutions  should  recognize  this  need  and  support  such  efforts. 

Institutional  Leadership.  Institutional  leadership  is  the  bottom  line  in 
efforts  to  increase  sex  equity  in  education  and  employment.  Without  support 
from  institutional  leaders,  the  effectiveness  of  other  efforts  to  improve  the  status 
of  women  will  be  weakened.  To  legitimize  the  concern  of  others  for  sex  equity, 
institutional  leaders  must  express  their  own. 

Institutional  leaders  can  identify  needs  assisted  by  materials  designed  for 
institutional  self-study.  The  Institutional  Self-Study  Guide  on  Sex  Equity  for 
Postsecondary  Educational  Institutions  (Bogart,  1981)  is  a  basic  reference  for 
presidents,  vice-presidents  for  academic  affairs,  deans  of  students,  and  other 
concerned  members  of  the  administration,  faculty,  and  staff.  Different  booklets 
in  easy-to-use  checklist  format  address  sex  equity  for  students,  faculty  members, 
administrators,  and  staff  members,  and  the  social-educational  climate  affecting 
sex  equity.  Each  booklet  probes  a  broad  range  of  practices  both  subtle  and  overt, 
individual  and  institutional,  with  and  without  legal  implications,  that  should  be 
considered  when  evaluating  an  institutional  response  to  questions  of  sex  equity. 
While  the  self-study  guide  addresses  pefceiVed  inequities,  regardless  of  whether 
or  not  these  are  illegal,  other  self-study  materials  are  intended  to  facilitate  com- 
pliance with  the  law,  especially  Title  IX  of  the  Education  Amendments  of  !972. 
These  include  Equity  Self  Assessment  in  Postsecondary  Education  Institutions 
v^'loud,  1980);  Mechanisms  for  the  Implementation  of  Civil  Rights  Guarantees 
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by  Educational  Institutions  (Hill  &  Rettig,  1980);  and  Institutional  Self-evalua- 
tion: The  Title  IX  Requirement  (Taylor  &  Shavlik,  1975). 

Institutions  may  also  seek  assistance  from  a  variety  of  national  resources 
which  disseminate  information;  conduct  workshops,  niinicourses  and  con- 
ferences; provide  telephone  information  and  referral;  and  offer  on-site  assistance. 
Among  the  outstanding  programs  are  the  following: 

The  Project  on  the  Status  and  Education  of  Women.  The  Project  on  the 
Status  and  Education  of  Women  (PSEW),  Association  of  American  Colleges, 
1818  R  Street,  NW,  Washington,  DC  2C009,  founded  in  1971,  is  the  oldest 
national  project  concerned  with  achieving  equity  for  women  students,  faculty 
members,  and  administrators.  PSEW  monitors  litigation  and  federal  legislation 
and  policies  affecting  women  in  higher  education,  develops  materials  that  identi- 
fy issues  and  provide  numerous  recommendations  for  overcoming  barriers  to 
equity  for  women  in  higher  education,  and  publishes  a  quarterly  newsletter.  On 
Campus  with  Women.  A  publications  list  is  available  on  request. 

The  Office  of  Women  in  Higher  Education.  The  Office  of  Women  in 
Higher  Education,  American  Council  on  Education,  1  Dupont  Circle,  Wash- 
ington, DC  20036,  began  their  National  Identification  l^rogram  (NIP)  in  1977  for 
the  advancement  of  women  in  higher  education  administration.  The  NIP.  a  state- 
based  program  that  is  now  operational  in  all  50  states  plus  Puerto  Rico,  is  a 
national  resource  for  the  identification  and  promotion  ot  talented  women  admin- 
istrators. ACE  National  Forums,  conducted  by  the  NIP,  bring  together  estab- 
lished and  emerging  education  leaders  to  discuss  critical  issues  related  to  lead- 
ership and  management  in  higher  education.  The  forums  are  nvitational  and 
include  women  who  are  ready  for  college  or  university  presidencies  in  addition  to 
men  and  women  who  already  serve  as  chief  executive  officers. 

The  Office  of  Women  also  conducts  a  National  Identification  Program 
Focus  on  Minority  Women's  Advancement  (FMWA).  The  primary  goals  of  the 
FMWA  are  more  fully  to  involve  minority  women — black,  Hispanic,  Asian 
Pacific,  and  An^erican  Indian — in  the  ongoing  National  Identification  Program 
and  to  provide  a  means  for  minority  women  administrators  to  be  identified  to  one 
another  and  to  powerful  allies  who  can  help  them  achieve  equality  of 
opportunity. 

The  Higher  Education  Resource  Services.  The  Higher  Education  Re- 
source Services  (HERS),  with  branches  at  the  University  of  Denver, 
Wellesley  College,  and  the  University  of  Utah,  are  primarily  identified  with 
training  in  leadership,  administrative  skills,  career-mapping,  and  networking 
strategies.  Collectively,  the  HERS  programs  facilitate  the  professional  develop- 
ment of  women  in  higher  education  and  their  advancement  into  positions  of 
greater  authority  and  responsibility. 

Other  organizations  and  publications  can  also  help  institutional  leaders 
address  needs.  The  Handbook  for  Women  Scholars:  Strategies  for  Success 
(Spencer,  Kehoe,  &  Speece^  1982)  contains  chapters  by  women  scholars  on 
strategies  to  help  others,  and  an  assessment  of  the  status  of  women  academic  and 
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research  professionals  and  their  needs.  A  resource  section  provides  information 
on  advocacy  organizations,  women's  committees,  caucuses  of  professional  orga- 
nizations, and  centers  for  research  on  women.  Women  in  Higher  Education:  A 
Contemporary  Bibliography  (Moore  &  Wollitzer,  1979)  provides  information  on 
research  on  academic  women  reported  in  published  and  unpublished  literature. 
Academic  Women  and  Employment  Discrimination:  A  Critical  Annotated  Bibli- 
ography (Farley,  1982)  reviews  nearly  200  of  the  most  influential  works  on 
employment  problems  of  academic  women. 

RECOMMENDATIONS 

Institutional  change  to  improve  the  status  of  women  is  a  slow  process. 
Change  often  seems  to  require  that  an  individual  or  group  has  studied  the  prob- 
lem thoroughly  enough  to  be  able  to  convince  institutional  leaders  of  the  need  for 
change,  that  institutional  officials  are  approached  with  a  detailed  and  reasonable 
plan  of  action,  and  that  support  be  available  from  a  network  of  concerned 
women,  minorities,  and  others.  The  Institutional  Self-Study  Guide  on  Sex  Equity 
and  other  materials  for  self-study;  national  programs  such  as  the  Project  on  the 
Status  and  Education  of  Women,  the  Office  of  Women  in  Higher  Education,  and 
the  HERS  network;  and  the  solutions  that  have  been  introduced  elsewhere  can 
help  women  and  minorities  work  together  with  institutional  officials  to  achieve 
equity.  The  following  recommendations  are  offered  to  members  of  the  admin- 
istration, faculty,  and  staff  actually  working  to  achieve  change  in  institutions. 
They  summarize  the  lessons  learned  by  others  in  the  course  of  introducing 
change  elsewhere. 

1.  Women  and  minorities  should  work  together  to  achieve  common  ends.  Not 
only  are  alliances  politically  astute,  they  are  more  effective.  It  is  easier  to 
engage  others  by  dealing  with  the  issues  of  race  and  sex  together  than  by 
dealing  with  them  one  at  a  time.  It  is  also  easier  to  handle  dissension,  as  well 
as  the  perception  on  the  part  of  women  that  minorities  have  made  progress 
but  women  have  not  and  the  corresponding  perception  on  the  part  of  minor- 
ities that  women  have  made  progress  but  minorities  have  not. 

2.  Change  can  often  be  accelerated  by  bringing  a  significant  outsider  onto  the 
campus.  The  significant  outsider,  for  example,  a  nationally  recognized  opin- 
ion leader  from  another  campus,  can  legitimize  issues  that  would  otherwise 
receive  little  attention  from  institutional  leaders.  A  corollary  to  this  principle 
is  that  it  is  possible  to  increase  receptivity  to  change  by  citing  the  changes 
that  are  taking  place  elsewhere. 

3.  Change  is  influenced  by  critical  factors,  including  timing,  the  presence  of  a 
critical  person  who  serves  as  catalyst,  and  whether  or  not  there  is  a  critical 
mass  of  women  on  campus.  Women  and  minorities  can  develop  the  condi- 
tions that  are  needed  to  facilitate  change. 

4.  In  introducing  change  it  is  important  to  be  sensitive  to  the  institution's  level 
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of  awareness.  There  arc  some  approaches  that  arc  better  when  awareness  is 
low  and  others  to  try  when  awareness  is  high  and  the  institution  is  ready  to 
address  more  complex  problems. 

SUMMARY 

This  chapter  has  discussed  issues  and  answers  with  the  realization  that 
there  are  many  institutional  types  and  needs  and  hence  many  paths  to  equity.  No 
institution  is  expected  to  respond  positively  to  all  suggestions,  since  not  all 
options  may  be  congruent  with  its  mission  or  viewed  as  increasing  educational 
quality  for  that  institution  or  seen  as  financially  feasible.  At  the  same  time,  it  is 
hoped  that  postsecondary  institutions  will  define  tangible  and  specific  goals  for 
increasing  sex  equity,  establish  priorities,  and  measure  progress  in  addressing 
equity  needs.  Additionally,  it  is  hoped  that  postsecondary  institutions  will  not 
only  improve  the  status  of  women  and  other  historically  disadvantaged  groups, 
but  also  serve  as  models  of  voluntary  social  change  for  other  institutions  of 
American  society. 
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In  this  handbook  wc  have  brought  together  diverse  body  of  knowledge  and 
thought.  Educational  researchers  and  practitioners  from  many  fields  have  re- 
viewed what  is  known,  what  still  needs  to  be  studied,  and  the  impact  on  educa- 
tional equity  of  current  strategies  and  materials.  A  reader  who  began  with  no 
information  concerning  sex  equity  in  education  would  surely  have  learned  much 
about  the  pervasive  and  persistent  nature  of  sex  role  stereotyping  and  subtle  sex 
discrimination  in  all  aspects  of  our  educational  system.  She  or  he  might  well 
conclude  that  despite  earnest  efforts  on  many  fronts,  comparatively  little  prog- 
ress has  been  made  in  the  12  years  sex  equity  in  education  has  existed  as  a  field 
of  inquiry.  Clearly  there  is  need  for  further  research,  development,  evaluation, 
and  improved  implementation  of  what  is  known. 

But  fortunately  the  good  news  also  shines  through.  Sex  equity  in  education 
has  been  recognized  as  a  legitimate  goal,  and  professionals  and  lay  citizens  are 
working  toward  that  goal.  We  have  laws  and  regulations,  research  projects  and 
classroom  techniques,  curricula  and  instructional  materials  at  every  level  of 
education,  professional  training  and  revised  testing  methods,  full-time  personnel 
and  specialized  services,  all  contributing  to  increased  equity  throughout  our 
educational  system.  The  girls  and  boys,  women  and  men  who  are  students, 
teachers,  administrators,  or  parents  filling  many  roles  in  education  are  benefiting 
from  the  equity  efforts  which  lead  to  wider  opportunities  and  fairer  treatment  for 
all. 

This  chapter  describes  how  sex  equity  in  education  has  become  a  new  field 
The  authors  acknowledge  the  assistance  of  Susan  Keen  and  Marilyn  Musumechi. 
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of  inquiry,  reviews  the  importance  of  achieving  sex  equity  in  education,  and 
summarizes  strategies  used  to  attain  our  equity  goals.  It  concludes  with  recom- 
mendations for  necessary  changes  in  educational  policies,  practices,  and  R&D. 

THE  EMERGENCE  OF  SEX  EQUITY 

IN  EDUCATION  AS  A  HELD  OF  INQUIRY 

This  volume  provides  evidence  of  the  growing  maturity  of  the  concerns 
and  achievements  of  those  committed  to  achieving  sex  equity  in  and  through 
education.  What  was  conceived  as  a  collection  of  the  most  recent  research  on  sex 
equity  issues  and  answers  has  emerged  as  a  viable  and  vigorous  area  of  study. 
We  have  made  a  start  in  synthesizing  v/hat  is  known  and  in  identifying  what  we 
have  yet  to  learn. 

Cnieria  used  to  assess  the  development  of  a  field  of  disciplined  inquiry 
typically  include  (1)  visible  indicators  such  as  university  courses,  academic 
degree  programs,  scholarly  documents,  textbooks,  career  specialties,  and  net- 
works for  concerned  professionals;  (2)  shared  definitions,  theoretical  and  prac- 
tical assumptions,  goals,  and  conceptual  frameworks;  and  (3)  use  of  unique  and 
appropriate  methods  of  inquiry  (Beauchamp,  1981;  Miller,  1980). 

Visible  Indicators  of  a  Field  of  Inquiry 

At  this  time,  some  university  courses  exist  that  focus  on  sex  equity  in 
education,  along  with  relevant  research  studies  and  books  on  various  topics  (such 
as  women  and  mathematics  or  sex  equity  in  vocational  education).  There  are  also 
a  small  number  of  full-time  professional  educators  who  specialize  in  sex  equity 
in  education  in  research,  teaching,  or  administrative  capacities.  Educators  and 
social  scientists  have  joined  networks  of  individuals  and  groups  concerned  with 
research  and  practice  on  the  topic:  the  nongovernmental  participants  in  this 
volume,  the  American  Educational  Research  Association  Women's  Committee, 
its  Special  Interest  Group  for  Research  on  Women  and  Education,  Women 
Educators,  and  the  National  Coalition  for  Sex  Equity  in  Education  all  partially 
fulfill  that  function.  As  these  visible  indicators  of  the  sex  equity  field  grow,  the 
field  will  serve  as  a  key  resource  for  the  general  public  and  for  students,  faculty, 
researchers,  and  practitioners  in  education. 

Shared  Definitions,  Assumptions,  Goals, 
and  Conceptual  Frameworks 

As  editors  and  authors,  we  have  tried  to  foster  the  growth  of  this  field  of 
inquiry  by  conceptualizing  the  domain  of  sex  equity  and  systematizing  its  pre- 
scriptive and  descriptive  perspectives  and  practices.  Our  introductory  chapter 
contained  a  revised  version  of  eariier  conceptual  frameworks  that  were  used  to 
guide  the  authors  and  editors.  An  analysis  of  the  goals  discussed  in  the  chapters 
shows  that  the  basic  sex  equity  process  and  outcome  goal  categories  described  in 
chapter  1  were  addressed.  Almost  all  chapters  focused  on  process  goals  such  as 
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ensuring  equal  access  to  courses  and  decreasing  sex  stereotyping  of  both  sexes. 
In  general,  these  process  goals  appeared  more  explicitly  and  more  frequently 
than  the  learner  outcome  goals,  such  as  equalizing  females*  and  males*  knowl- 
edge of  economics  or  having  women  and  men  receive  equal  satisfaction  and 
rewards  from  careers  in  visual  arts. 

In  attending  to  goals,  a  small  group  of  authors  took  a  sex-affirmative 
approach  and  saw  their  areas  as  vehicles  for  promoting  sex  equity  in  society.  For 
example,  the  authors  of  the  chapter  on  mathematics,  science,  and  engineering 
found  that  it  is  important  and  feasible  to  increase  the  enrollment  of  women  in 
math  and  science  courses  in  order  to  increase  their  subsequent  participation  in 
careers  requiring  these  skills.  Perhaps  because  there  is  much  less  evidence  on 
causal  links  between  attainment  of  sex  equity  in  many  other  curricular  areas  and 
subsequent  outcomes  in  society,  the  majority  focused  more  attention  on  attaining 
sex  equity  goals  within  educational  contexts.  Thus,  it  is  not  surprising  that  the 
math/science  chapter  focused  on  goals  that  would  result  in  increasing  sex  equity 
in  society,  while  the  primary  focus  of  the  chapter  on  physical  education  and 
athletics  was  on  attaining  fairness  within  its  own  domain.  It  is  quite  likely  that  as 
knowledge  of  how  to  achieve  sex  equity  in  society  accumulates,  investigators  in 
domains  where  inquiry  and  goals  are  now  primarily  focused  on  fairness  in 
education  may  acquire  increased  insights  into  ways  in  which  educators  can 
promote  sex  equity  in  society  as  well.  As  sex  equity  in  education  continues  to 
emerge  as  a  field  of  inquiry,  the  degree  of  consensus  on  goals,  as  well  as  their 
specificity  and  clarity,  will  increase  along  with  improved  knowledge  of  how  to 
achieve  those  goals.  We  predict  that  much  of  our  future  work  will  focus  on 
clarifying  goals  related  to  decreasing  sex  role  stereotyping  by  paying  increased 
attention  to  role  analyses  and  related  concepts. 

Use  of  Unique  and  Appropriate  Methods  of  Inquiry 

The  authors  have  used  three  strategies  concurrently  in  examining  sex  equi- 
ty. The  first  strategy  involved  synthesizing  findings  from  a  wide  variety  of 
research  studies  and  from  evaluations  of  specific  sex  equity  products  and  piO- 
grams.  The  second  involved  the  collaborative  use  of  peers  with  relevant  expertise 
as  chapter  contributors  and  reviewers.  The  third  strategy  was  lo  focus  on  evi- 
dence of  effects  or  causal  relationships.  Although  these  strategies  are  not  limited 
to  women  or  feminists,  they  are  congruent  with  many  feminist  views.  Indicators 
of  success  of  the  first  two  strategies  are  evident  in  chapter  references  and  the  over 
200  individuals  on  the  mailing  list  of  participants  involved  in  the  development  of 
this  book. 

The  strategy  of  identifying  causal  relationships  and  effects  is  in  an  earlier 
stage  of  development  than  the  other  two  modes.  This  was  evident  in  that  virtually 
all  chapter  syntheses  were  quite  effective  in  defining  sex  equity  needs  or  issues, 
but  they  frequently  yielded  much  less  guidance  on  the  nature  of  the  causal 
relationships  or  the  impact  of  various  sex  equity  policies,  practices,  products,  or 
programs.  In  general,  although  some  experiments  have  been  conducted  to  identi- 
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fy  effective  strategies,  most  research  in  the  area  has  focused  on  defining  prob- 
lems or  issues.  As  in  any  emerging  area  of  inquiry,  there  is  a  need  to  become 
consistent  in  the  definitions  and  instruments  used  to  measure  sex  equity.  Similar- 
ly, there  will  need  to  be  an  increase  in  studies  building  on  the  findings  of  others 
using  similar  designs.  Almost  all  of  the  evaluation  data  that  exist  are  from 
individual,  federally  funded  products  and  programs.  Many  of  these  evaluations 
were  legitimately  intended  to  help  guide  the  development  of  these  sex  equity 
activities;  more  are  needed  to  determine  the  degree  to  which  sex  equity  goals  are 
attained.  Thus,  many  of  these  evaluations  reported  that  the  educators  were  satis- 
fied with  the  product,  and  the  next  stage  will  be  to  show  how  it  changed  their 
lives  and  their  students'  lives. 

THE  IMPORTANCE  OF  SEX  EQUITY  IN  EDUCATION 

Although  we  have  docuntented  some  progress  over  the  past  decade  in 
attaining  equity  for  females  and  males  in  education,  consistent,  continued  in- 
stances of  sex  discrimination  and  sex  stereotyping  are  found  in  all  areas. 

Sex  Differences  in  Outcomes 

Inequities  in  female  and  male  student  achievements  persist.  Most  of  these 
disparities  are  congruent  with  sex-related  stereotypes  commonly  held  by  resi- 
dents of  the  United  States.  However,  contrary  to  these  stereotypes,  sex  dif- 
ferences in  cognitive  test  scores  and  most  other  ability-related  outcomes  (exclud- 
ing differences  based  on  sex  differences  in  body  build,  such  as  upper  body 
strength)  are  very  small  (about  5%)  and  never  as  large  as  differences  in  the  range 
of  abilities  within  the  same-sex  group.  These  differences  between  groups  of 
females  and  males  might  become  even  smaller  if  sex  bias  were  removed  from 
tests  that  measure  the  abiliites.  Sex  differences  in  some  areas  of  achievemejit 
(such  as  auto  repair,  mathematics,  typing,  or  childcare)  are  somewhat  larger, 
because  enrollments  in  many  of  the  courses  designed  to  teach  these  skills  have 
been  unofficially,  but  predominantly,  single-sex.  And  finally,  sex  differences  in 
career  choices  and  wages  aie  very  large,  even  where  educational  attainment  and 
achievement  are  similar.  On  the  average,  females  receive  40%  less  earned  in- 
come than  males. 

The  pattern  is  quite  clear:  there  are  larger  sex  differences  in  outcomes  in 
areas  that  are  most  influenced  by  socialization.  The  chapter  on  sex  role  develop- 
ment described  how  sex  roles  and  stereotypes  have  been  taught  via  modeling, 
reinforcement,  and  other  modes  of  learning. 

Another  related  pattern  is  that  as  sex  roles  in  society  become  less  differenti- 
ated and  as  female  and  male  students  receive  more  similar  learning  experiences, 
the  sex  differences  in  education-related  outcomes  decrease.  For  example,  con- 
trary to  current  stereotypes  based  on  older  findings,  there  is  some  evidence  that 
female  students  now  do  as  well  as  male  students  on  tests  of  economic  knowledge 
and  that  male  students  now  score  higher  on  some  key  measures  of  verbal  ability, 
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including  the  verbal  part  of  the  Scholastic  Aptitude  Test  (SAT).  Decreased  sex 
stei-eotyping  in  reading  and  mathematics  is  associated  with  increased  achieve- 
ment for  boys  and  girls,  respectively. 

Authors  of  several  chapters  in  different  parts  of  this  volume  have  indicated 
that  a  major  need  in  their  areas  is  to  achieve  equity  for  women  employed  in 
education.  This  was  the  primary  focus  in  the  chapter  on  school  administrators. 
Although  women  constitute  over  67%  of  all  instructional  personnel,  with  the 
possible  exception  of  a  few  female-dominated  fields,  the  higher  that  education 
personnel  are  in  rank  or  salary,  the  more  likely  they  are  to  be  male.  This  is  a 
special  problem  for  women  in  physical  education  and  athletics,  many  of  whom 
were  left  with  positions  subordinate  to  their  male  faculty  colleagues  when  female 
and  male  physical  education  and  athletic  activities  were  merged.  It  was  a  general 
problem  for  most  other  educators,  ranging  from  professors  of  the  social  sciences 
to  teacher  educators,  who  found  that  as  they  looked  up  the  hierarchy  of  pres- 
tigious jobs  they  saw  many  more  males  than  females.  Similarly,  educators  in 
general  are  paid  less  than  members  of  other  professions  with  similar  abilities  and 
responsibilities.  As  these  other  professions  have  opened  up  to  women,  the  quali- 
ty of  educators,  particularly  women  teachers,  as  measured  by  tests  such  as  the 
SAT,  has  declined  (Schlechty  &  Vance,  1982). 

Differences  in  the  Treatment  of  Female 
and  Male  Learners 

The  most  obvious  types  of  sex  discrimination  in  institutional  admissions, 
enrollments,  and  resource  allocations  to  female  and  male  students  have  been 
drastically  reduced  in  response,  at  least  in  part,  to  federal  and  state  laws  prohibit- 
ing such  discrimination.  More  subtle  types  of  discrimination,  however,  continue 
to  work  against  the  provision  of  equal  educational  opportunities.  For  example, 
even  in  coeducational  science,  shop,  or  physical  education  classes,  boys  are 
often  expected  and  taught  to  do  different  things  than  giris.  There  are  many 
documented  sex  differences  in  educational  practices  which  have  the  effect  of 
favoring  males  or  reinforcing  sex  role  stereotypes  that  may  limit  opportunities  or 
benefits  for  both  females  and  males. 

Although  there  appears  to  have  been  some  decrease  in  the  amount  of  sex 
stereotyping  in  instruction,  many  of  the  chapters  document  the  continued  preva- 
lence of  stereotyping  and  the  underrepresentation  of  females  in  instructional 
materials  (including  teacher  training  materials  and  student  tests)  and  in  interper- 
sonal interaction  with  learners.  There  is  now  extensive  evidence  showing  that  sex 
role  stereotyping  in  instruction  negatively  affects  both  female  and  male  students 
by  limiting  student  motivation  to  learn  in  subject  aKjas  ranging  from  reading  and 
mathematics  to  visual  arts  or  by  reinforcing  students'  learning  of  sex  role  ster- 
eotypes so  that  they  do  not  consider  nonstereotyped  options  such  as  enrolling  in 
advanced  science  courses  or  preparing  for  careers  that  have  been  nontraditional 
for  their  sex.  Sex  stereotyping  may  also  cause  students  to  underestimate  their 
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abilities  in  nontraditional  areas  such  as  childcare  or  mechanics,  and  it  presents  an 
inaccurate  view  of  reality,  such  as  the  roles  women  played  in  our  nation's 
development  and  the  ways  that  women  and  m.en  with  equal  abilities  and  respon- 
sibilities commonly  work  together,  although  often  without  equal  pay.  Sex  role 
stereotyping  of  students  by  teachers  via  expectations  or  even  biased  tests  often 
leads  to  inaccurate  diagnoses  of  individual  student  needs  and  their  subsequent 
inappropriate  instruction.  Where  sex  role  stereotypes  exist,  they  are  also  gener- 
ally exacerbated  by  similar  stereotypes  relating  to  race,  socioeconomic  class, 
age,  disability,  rural  or  urban  status,  and  so  forth.  Research  on  instructional 
materials  has  shown  that  such  stereotypes  affect  students'  attitudes  and  knowl- 
edge about  sex  role  behaviors.  Nonsexist  materials  often  weaken  sex  stereotypes, 
however,  even  for  males  who  generally  stereotype  more  than  females. 

Findings  of  continued  subtle  sex  differences  in  interpersonal  interactions 
were  described  in  detail  in  the  chapter  on  classroom  organization  and  climate; 
however,  they  are  relevant  in  all  the  content  areas.  There  appear  to  be  consistent 
sex  differences  in  how  students  and  teachers  interact,  with  male  students  gener- 
ally receiving  more  attention  and  criticism.  Some  of  the  recent  research  studies 
reveal  that  these  differences  may  be  due  not  as  much  to  teacher  discrimination  as 
to  the  preexisting  differences  in  female  and  male  students'  behavior.  Male  stu- 
dents at  all  age  levels  appear  to  dominate  discussions  in  mixed-sex  classes. 

Despite  some  progress  in  narrowing  the  gender  gap  during  the  past  10 
years,  there  are  still  sex  differences  in  educational  outcomes  caused  by  dif- 
ferences in  their  educational  experiences.  The  availability  of  information  on 
specific  links  between  certain  types  of  sex-differentiated  treatments  and  results 
varies  from  area  to  area.  In  areas  with  a  relatively  extensive  research  base,  such 
as  on  women  and  mathematics  and  career  development,  specific  needs,  such  as 
helping  girls  improve  their  problem-solving  skills,  can  be  identified.  Further 
efforts  arc  needed  to  identify  needs  for  those  working  with  special  populations, 
such  as  rural  or  minority  women,  because  research  here  has  been  quite  limited 
and  piecemeal.  In  areas  where  little  is  known  about  equity  needs,  experts  usually 
respond  by  addressing  priorities  identified  by  the  larger  community.  For  exam- 
ple, recently  educators  of  gifted  women  have  put  most  emphasis  on  math  and 
science  abilities  rather  than  on  other  aspects  of  giftedness. 

Several  equity  issues  emerged  that  will  warrant  future  research:  (1)  How  do 
female  or  male  educators  serve  as  sex  role  models  for  their  students?  (2)  What  is 
the  role  of  sexuality  in  facilitating  or  constraining  cross-sex  student-teacher 
interactions  or  student-student  interactions?  (More  research  on  this  topic  may 
provide  guidance  on  some  causes  of  sex  discrimination.)  (3)  How  can  the  quality 
of  education  be  maintained,  now  that  many  high-ability  v;omen,  who  formeriy 
would  have  chosen  a  career  in  education,  have  other  attractive,  higher-paying 
options?  (4)  How  do  muhiple  types  of  discrimination  and  stereotyping  related  to 
gender,  race,  ethnicity,  age,  socioecoi.omic  status,  handicap,  and  geographical 
location  function  in  education?  (5)  Is  there  a  relationship  between  the  fairly  low 
prestige  of  education  and  its  stereotype  as  an  occupation  for  women,  and  is  this 
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compounded  in  female-dominated  areas  such  as  women's  studies,  early  child- 
hood, and  art  education? 

STRATEGIES  FOR  ACHIEVING  SEX  EQUITY 
IN  EDUCATION 

Many  educators  and  members  of  the  community  who  care  about  providing 
educational  equity  have  used  a  wide  variety  of  strategies  to  help  equalize  educa- 
tional treatments  and  outcomes  for  females  and  males.  This  book  has  provided 
descriptions  of  these  strategies  across  many  content  areas,  levels,  and  domains  of 
education.  There  is  information  about  tne  value  of  many  general  strategies.  One 
critical  strategy  is  to  have  and  enforce  sex  equity  in  education  laws  or  policies. 
Others  include  implementing  sex-equitable  activities  as  part  of  existing  educa- 
tional practices,  such  as  sex-fair  testing;  initiating  separate  sex-equitable  prac- 
tices such  as  encouraging  girls  to  enroll  in  nontraditional  vocational  courses;  and 
using  products  or  programs  specifically  designed  to  help  users  promote  equity  for 
others  or  attain  it  for  themselves.  There  is  general  agreement  that  equity  out- 
comes are  most  likely  to  be  achieved  by  using  multiple  strategies. 

Administrative  Strategies  for 
Implementing  Sex  Equity  in  Education 

Experience  indicates  that  it  is  important  and  crucial  to  have  detailed  pol- 
icies and  laws  such  as  Title  IX  regarding  sex-fair  practices  in  all  organizations 
related  to  schools.  Mandating  equity  or  creating  these  policies  is,  however, 
crucial  but  not  sufficient.  The  evidence  parallels  experience  gained  from  Brown 
V.  Board  of  Education,  which  indicates  that  the  implementation  of  the  law  makes 
the  difference. 

After  examining  the  roles  of  various  groups  of  educational  personnel  in 
implementing  sex  equity  policies,  it  appears  beneficial  to  maintain  external  as- 
sistance organizations  such  as  regional  sex  equity  assistance  centers  and  equity 
demonstration  projects  as  well  as  to  create  more  special  sex  equity  jobs  and 
functions  within  existing  educational  institutions  or  agencies.  The  chief  potential 
implementers  of  equity,  school  administrators  and  teachers,  are,  however,  still 
striving  for  sex-equitable  treatment  for  themselves.  More  needs  tc  be  known 
about  the  collective  roles  they  play  in  implementing  equity  policies  to  benefit 
students. 

Although  there  are  some  commonalities,  strategies  for  implementing  sex 
equity  differ  when  they  are  intended  to  change  institutions  rather  than  indi- 
viduals. Commonly  used  strategies  for  institutional  change  have  included  the 
development  and  monitoring  of  equity  policies,  technical  assistance,  and  training 
of  key  staff.  Implementation  :*rategies  directed  primarily  toward  individual  sex 
equity  personnel,  women  administrators,  and  teachers  have  been  dependent  upon 
creating  new  skills,  information,  and  networks.  Future  examinations  of  the  role 
of  administrative  strategies  in  implementing  sex  equity  should  (1)  give  more 
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attention  to  the  activities  of  pressure  and  community  groups  such  as  women's 
organi/:ations  and  school  boards;  (2)  place  greater  emphasis  on  acquiring  stiohg- 
er  and  more  extensive  ouicome  data;  (3)  describe  how  the  equity  policy  mandates 
link  with  the  administrative  .mplementation  strategies;  (4)  examine  the  relative 
advantages  of  providing  specified  types  of  preservice  or  inservice  sex  equity 
training  to  administrators  and  teachers  (for  example,  what  happens  to  someone 
well  trained  in  providing  equity  when  her  or  his  *M:t  job  is  in  a  school  where 
equity  is  considered  unimportant?);  (5)  improve  our  understanding  about  how  to 
attain  greater  sex  equity  v/ithin  the  administrative  work  force,  especially  in  times 
of  economic  retrenchment;  and  (6)  help  us  kam  how  women  (and  men  from 
discriminated-against  groups)  in  educational  leadership  positions  have  promoted 
or  may  promote  equity  in  the  context  of  their  noitnal  administrative,  faculty,  or 
R&D  management  responsibilities. 

General  Educational  Practices  for  Promoting  Sex  Equity 

Most  school  instruction  in  all  content  areas  and  at  all  grade  levels  is  heavily 
dependent  upon  the  use  of  general  educational  procedures  such  as  instructional 
materials,  tesis,  and  classroom  dialogue  or  interaction.  All  of  these  practices  may 
be  fair  or  unfair  to  female  and  male  leamerr;. 

Instructional  Materials,  Substantial  evidence  has  been  presented  that  in- 
structional materials  Can  be  a  major  factor  in  achieving  educational  equity  (or 
inequity).  Sex-fair  materials  that  represent  current  reality  facilitate  sex  equity  in 
education,  but  they  are  not  sufficient  to  achieve  sex  equity  through  education. 
Thus,  sex-affirmative  materials  that  frequently  show  females  and  males  in  non- 
stereotyped  roles  can  have  positive  effects,  particularly  for  younger  children,  and 
are  needed. 

A  variety  of  sex-affirmative  materials  and  strategies  such  as  teacher  work- 
shops, student  hands-on  experiences,  audiovisual  materials  suitable  for  a  variety 
of  audiences,  and  written  materials  are  available  from  the  Women's  Educational 
Equity  Act  Publishing  Center  at  the  Education  Development  Center  in  Newton, 
Massachusetts.  Materials  and  assistance  are  also  availabie  from  the  regional  sex 
equity  assistance  centers,  special  sex  equity  networks,  and  organizations  or 
appropriate  offices  in  education  agencies  at  the  federal,  state,  and  local  levels. 

Although  more  sex-affirmative  materials  in  areas  such  as  mathematics  and 
career  and  vocational  education  have  been  developed  and  evaluated  than  in  areas 
such  as  early  childhood  education,  reading,  physical  education,  visual  arts,  or  for 
specific  populations  like  Native  American  or  disabled  women,  the  resuhs  for  all 
areas  were  generally  positive  in  progressing  toward  sex  equity  goals.  Despite  the 
availability  of  sex-affirmative  materials  designed  to  reduce  sex  discrimination 
and  sex  stereotyping  in  many  content  areas,  most  authors  reported  widespread 
use  of  sex-biased  materials  characterized  by  underrepresentation  or  stereotyped 
representation  of  females  a^  all  ages  in  the  regular  curricular  materials.  Concomi- 
tantly, they  reported  little  uniform  use  of  sex-fair  or  sex-affirmative  materials. 
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The  key  question  is,  Since  materials  can  make  a  difference  and  guidelines 
for  creating  and  selecting  sex-fair  materials  are  available,  why  has  there  been 
little  substantive  change  in  materials?  Research  needs  to  be  refocused  from 
analysis  of  materials  and  their  effects  to  the  determination  of  ways  to  get  better 
materials  used. 

Testing,  Another  way  to  bring  about  sex  fairness  in  educational  practices 
is  to  ensure  that  the  criteria  and  tests  selected  forjudging  a  learner  or  an  educa- 
tional employee  are  free  from  sex  bias.  Ways  to  avoid  sex  bias  in  testing  ran^e 
from  reviewing  for  biased  content  or  language  to  using  statistical  procedures  for 
measuring  bias  in  test  items.  As  educators  routinely  check  test  results  for  possi- 
ble sex  and  race  differences,  they  should  also  examine  the  size  of  any  difference. 
A  "known"  sex  difference  that,  for  example,  accounts  for  less  than  1%  of  the 
variance  should  be  of  little  value,  either  in  drawing  conclusions  or  in  educational 
planning.  Yet  to  date,  statistically  significant  differences  have  been  examined 
more  frequently  than  has  the  size  of  the  effects.  Continued  research  is  also 
needed  in  the  area  of  sex  differences  to  determine  how  much  of  the  difference  is 
real  and  how  much  could  be  due  to  test  factors.  Although  progress  has  been 
made,  more  work  is  needed  in  areas  such  as  developing  sex-balanced  scales  in 
interest  measures,  understanding  the  effects  of  dual  sex  norms  in  vocational  tests 
on  career  selection,  and  uncovering  possible  biases  in  the  use  of  tests  such  as  the 
Scholastic  Aptitude  Test  (SAT)  and  the  American  College  Testing  Program 
(ACT)  to  predict  success  in  college. 

Interpersonal  Interactions,  or  Classroom  Climate,  Although  there  are 
some  indications  that  educators  and  learners  themselves  have  become  more  sex- 
equitable  in  their  interpersonal  interactions  as  they  become  more  aware  of  the 
need  for  sex  equity,  it  has  been  difficult  to  assess  this  possible  change  because 
the  individuals  involved  arc  frequently  not  aware  of  theii  inequitable  behavior. 
Strategies  used  for  promoting  equity  have  focused  on  creating  such  awareness 
and  then  helping  those  involved  learn  new  equitable  behaviors.  Additional  re- 
search is  needed  to  expand  our  understanding  of  the  role  that  student-student 
interaction  might  play  in  inequities  as  well  as  on  any  relationship  between  stu- 
dent-student interaction  and  variables  such  as  achievement.  Since  competition 
appears  to  be  a  major  component  of  classroom  climate,  we  need  to  determine  its 
role  in  continuing  classroom  inequity  and  the  possible  effects  of  a  cooperative 
classroom  environment  on  decreasing  sex  differences  in  teacher-student  and 
student-student  interaction.  Additional  questions  remain  about  the  value  of  sin- 
gle-sex instructional  strategies  in  hindering  or  facilitating  equitable  educational 
outcomes. 

Sex  Equity  in  the  Content  Areas 

To  decrease  sex  differences  in  learners'  educational  opportunities  and  ben- 
efits, educators  in  the  content  areas  and  elsewhere  use  three  basic  approaches. 
First,  they  try  to  identify  where  and  how  females  and  males  are  treated  differ- 
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cntly  and  then  change  whatever  is  needed  so  they  will  treat  both  sexes  the  same. 
This  is  a  frequent  response  in  the  area  of  school  practices,  career  counseling,  and 
visual  arts.  Second,  educators  use  compensatory  strategies  to  provide  the  sex  that 
is  lower  in  the  desired  outcome  with  extra  or  different  help  to  surmount  its  unique 
barriers.  (This  is  advocated  for  early  education  environments  and  is  used  in  some 
programs  for  adult  women  and  to  increase  the  participation  of  women  in  mathe- 
matics.) Sometimes  this  extra  help  is  provided  in  a  single-sex,  or  separate, 
setting.  Third,  educators  have  used  other  types  of  strategies,  such  as  creating 
sex-integrated  or  coeducational  settings  in  the  hope  that  female  and  male  learners 
would  be  treated  similarly  in  the  same  class.  (This  is  typical  in  vocational 
education  and  physical  education.)  They  may  also  individualize  instruction  ac- 
cording to  criteria  other  than  sex. 

Because  the  research  and  evaluation  evidence  on  sex-affirmative  strategies 
in  the  content  areas  is  not  abundant,  we  need  additional  work  to  determine  which 
strategies  or  practices  are  most  effective.  The  strategies  and  materials  have 
showed  different  effects  on  sex  discrimination  or  sex  stereotyping  by  age  and 
grade  levels.  Active,  hands-on  programs  seem  to  be  most  successful  and  most 
likely  to  result  in  cumulative  effects.  For  example,  active  interventions  in  math 
and  science  led  to  improvements  in  female  problem-solving  skills,  more  positive 
female  attitudes  toward  mathematics,  and  increases  in  female  mathematics 
enrollments. 

Sex  Equity  Strategies  for  Specific  Populations 
and  Different  Educational  Levels 

With  the  exception  of  progr?ims  for  adult  women,  very  little  is  known  or 
has  been  developed  to  promote  sex  equity  among  specific  populations  of  women. 
However,  programs  that  promote  career  awareness  among  general  populations  of 
minority  women  are  available,  as  are  programs  that  improve  teacher  awrjeness 
of  the  needs  of  minority  women  and  giris.  Strategies  targeted  at  specific  ethnic  or 
racial  groups  are  rare.  In  general,  attempts  to  address  unique  needs  of  women 
from  various  specific  populations  are  quite  piecemeal.  For  example,  although 
there  are  some  programs  for  rural  women  and  Asian-American  women,  there  are 
practically  none  for  giris  in  these  groups.  Another  basic  problem  in  addressing 
the  unique  needs  of  women  from  specific  populations  concerns  methods  of 
instructing  all  students  appropriately  when  many  students  in  a  classroom  art 
from  diverse  groups. 

In  dealing  with  the  diverse  age  and  educational  levels  of  ea'ly  childhood 
environments  and  postsecondary  education,  the  authors  have  stressed  the  impor- 
tance of  making  the  educational  institutions  and  general  school  curriculum  sex 
equitable.  At  the  early  childhood  level,  major  structural  curricular  changes  are 
needed  to  ensure  that  giris  receive  the  learning  experiences  they  most  need  but 
are  unlikely  to  choose  voluntarily  in  unstructured  free  play  time.  An  entire 
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institutional  self-study  guide  (Bogart,  Flagle,  Marvel,  &  Jung,  1981)  has  been 
developed  to  help  postsecondary  institutions  become  sex-fair  in  activities  such  as 
admissions,  financial  aid,  and,promotion  and  tenuring  of  faculty.  With  ihe  ex- 
ception of  women's  studies,  postsecondary  institutions  have  taken  little  initiative 
in  the  development  or  use  of  sex-affirmative  policies,  practices,  and  materials. 

In  summary,  we  need  to  learn  if  different  sex  equity  activities  are  more 
effective  when  used  with  females  or  males,  with  different  populations  of  women, 
or  at  different  age  levels  and  what  types  of  policies,  practices,  products,  and 
programs  arc  most  effective  in  promoting  sex  equity  for  whom.  We  also  need  to 
learn  how  institutional  stratt;gies  for  increasing  sex  equity  can  be  better  articu- 
lated with  other  equity  efforts  and  among  educational  agencies  at  different  levels 
of  government. 

RECOMMENDATIONS  AND  CONCLUSIONS 

Our  summary  table,  "Recommendations  for  Achieving  Sex  Equity  in  and 
through  Education,"  highlights  conclusions  from  each  chapter.  Column  1  is 
designed  for  readers  who  want  to  make  educational  institutions  more  sex  equita- 
ble. Column  2  provides  advice  to  parents  and  professional  educators  who  are 
concerned  with  creating  equity  for  learners.  Items  in  column  3  are  directed  to 
educational  R&D  personnel  who  would  like  to  use  their  expertise  and  resources 
to  further  advance  disciplined  inquiry  in  the  field  of  sex  equity  in  education. 

We  urge  that  members  of  each  of  these  groups  remember  that  although 
there  is  certainly  sufficient  merit  in  focusing  attention  on  the  achievement  of  sex 
equity  in  educational  settings  and  through  this  in  society,  we  must  point  out  that 
work  toward  this  endeavor  will  result  in  many  other  educational  improvements  as 
well. 

Work  toward  achieving  sex  equity  improves  tht  general  practice  of  educa- 
tion and  is  congruent  with  some  of  the  recent  findings  about  how  to  create 
effective,  high-quality  educational  experiences.  Additionally,  some  special  ser- 
vices or  approaches  designed  to  help  women,  such  as  preadmissions  counseling 
for  reentry  women,  have  been  found  to  be  so  valuable  that  they  have  been 
incorporated  into  many  continuing  education  programs  for  both  men  and  women. 
Similarly,  strategics  designed  to  help  girls  see  the  relevance  of  mathematics  and 
thus  become  motivated  to  enroll  in  mathematics  courses  have  also  been  found 
useful  for  many  males.  Educators  who  have  focused  on  special  sex  equity  needs, 
such  as  helping  girls  with  problem  solving  in  mathematics  or  treating  female  and 
male  students  equally  in  the  classroom,  have  developed  strategies  to  improve 
teachers*  instructional  skills  in  mathematics  and  classroom  management.  Other 
educators  have  found  that  by  improving  the  academic  achievement  cf  their 
female  students,  the  schooPs  total  test  scores  and  learning  environment  have 
been  improved. 

Sex  equity  research^  improves  general  educational  and  social  science  re- 
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search.  For  example,  an  examination  of  sex  equity  problems  is  helping  some 
researchers  recognize  the  need  to  integrate  the  current  inconsistent  theories  of 
vocational,  moral,  personality,  cognitive,  and  sex  role  development  into  a  more 
integrated  theory  of  human  development.  Many  additional  research  contribu- 
tions, such  as  insights  into  the  teaching  profession  which  do  not  assume  that  a 
male  occupational  model  is  an  appropriate  frame  of  reference,  are  illustrated  in 
the  chapter  on  the  new  scholarship  on  women. 

Work  toward  developing  and  implementing  policies  and  activities  to  in- 
stitutionalize sex  equity  in  education  may  be  instructive  to  thos*^  trying  to  under- 
stand how  to  create  educational  change  in  less  or  equally  chs^llenging  areas.  Our 
work  indicates  the  critical  need  and  value  of  governmental  and  institutiona/ 
policies  and  programs  which  specify  sex  equity  goals,  criteria,  and  implementr- 
tion  strategies  and  which  have  adequate  resources  to  make  these  goals  reality. 
Research  has  showa  the  value  of  Title  IX  and  related  federally  sponsored  re- 
search, development,  and  technical  assistance  :n  helping  eliminate  sex  discrimi- 
nation in  education.  In  addition  to  these  federal  policies  and  activities,  30  states 
have  passed  some  form  of  sex  equity  in  education  law(s),  and  42  have  estab- 
lished state  board  policies  and/or  regulations  related  to  the  elimination  of  sex 
discrimination  and  the  achievement  of  educational  equity  for  females  and  males 
(Bailey  &  Smith,  1982).  Unfortunately,  very  few  states  or  localities  have  com- 
prehensive laws  or  policies  that  provide  for  the  infusion  of  sex  equity  concepts 
and  processes  into  the  ongoing  administrative  or  R&D  functions  of  their  educa- 
tion agencies,  and  even  fewer  provide  adequate  incentives  or  technical 
assistance  to  help  assure  sex  equity  in  the  day-t<  ations  of  schools.  Such 
a  comprehensive  approach  by  all  levels  of  govciuscnt  to  institutionalize  sex 
equity  in  education  is  highly  recommended.  Similar  approaches  have  been  effec- 
tive in  contributing  to  other  types  of  educational  improvements. 

In  conclusion,  our  history  is  one  of  increasing  participation  and  oppor- 
tunities for  ever-wider  groups  of  the  population  in  both  the  political  and  eco- 
nomic sphi!res.  As  women — a  clear  majority  in  our  country — claim,  demand, 
and  receive  more  equitable  education,  they  will  achieve  an  equitable  place  in 
society  and  will  contribute  more  to  all  of  our  national  efforts.  The  major  move- 
ment to  achieve  sex  equity  in  society  through  sex  equity  in  education  will  bring 
significant  gains  to  American  democracy. 
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Table  17.   Recommendations  for  Achieving  Sex  Equity  in  and  through  Education 


Policy  recommendations  as  they  Educational  practice  Recommendations  for  research, 

relate  to  organizational  recommendations  as  they  relate      development,  dissemination,  and 

improvement  to  learners  evaluation 


I.  ASSUMPTIONS  ABOUT 
THE  NATURE  AND  VALUE 
OF  SEX  EQUITY 


1.  Articulate  and  refine  process 
and  outcome  goals  tc  eliminate 
sex  discrimination  and  to  de- 
cre*".se  sex  stereotyping,  (ch.  1) 

Use  the  following  types  of  ra- 
tionales to  justify  these  goals  and 
subsequent  policy: 

— ^There  is  social  utility  in 
achieving  sex  equity  in  education 
and  in  society,  and  increased  em- 
phasis should  be  given  to  form- 
ing policies  which  will 
acknowledge  the  value  (but  not 
total  responsibility)  of  sex  equity 
in  attaining  desired  educational 
and  societal  outcomes.  The  social 
utility  argument  may  be  particu- 
larly effective  with  men  who  are 
concerned  that  women  will 
achieve  equity  at  their  expense, 
(ch.  2) 


1.  Make  conscious  efforts  to  end 
both  overt  and  subtle  sex  dis- 
crimination and  sex  stereotyping, 
(ch.  1) 

— Make  clear  to  learners  the  eco- 
nomic needs  for  sex  equity, 
(ch.  2) 

— Encourage  further  philosoph- 
ical analysis  of  the  ethical  issues 
of  sex  equity,  (ch.  3) 

— Make  use  of  the  above  topics 
as  they  relate  to  views  of  fairness 
at  diverse  age  levels,  (ch.  6) 

— Mainstream  the  new  schol- 
arship on  women  in  classroom 
curricula  and  instructional  ac- 
tivities, (chs.  4,  5) 


1.  Intensify  our  research  on 
causal  relationships  to  test  our 
assumptions  about  how  to  attain 
sex  equity  in  and  through  educa- 
tion and  to  simultaneously  refine 
our  sex  equity  goals. 

— Place  greater  focus  on  an- 
swers. In  many  areas,  we  have 
conducted  research  which  de- 
scribes problems  and  trends,  but 
we  have  little  research  or  evalua- 
tion of  alternative  ways  to 
achieve  similar  sex-equitable 
goals.  Also,  examine  whether 
certain  activities  work  better  with 
females  or  males,  members  of 
special  populations,  or  different 
age  and  ability  levels. 

— Give  increased  attention  to 
measuring  sex  equity  processes 
and  outcomes  and  other  indica- 


ERIC 


506 


Table  17.  {Continued) 


Policy  rcommendations  as  they 
relate  to  organizational 
improvement 


— Based  on  ethics  and  justice, 
women  deserve  and  should  de- 
mand and  claim  their  human 
rights  and  full  inclusion  in  both 
the  public  and  private  spheres, 
(ch.  3) 

— ^The  new  scholarship  on  wom- 
en based  on  feminism,  knowl- 
edge gained  from  women's 
studies,  and  sex-equitable,  sen- 
sitive research  methods  supports 
and  refines  these  goals,  (ch.  4) 

— ^There  is  no  scientific  basis  for 
sex  discrimination  or  sex  ster- 
eotyping based  on  ''natural"  or 
genetic  or  biochemical  sex  dif- 
ferences, (ch.  5) 

— With  some  exceptions  pri- 
marily related  to  physical  at- 
tributes, sex  di^erences  and  sex 


stereotypes  are  caused  by  so- 


Educational  practice 
recommendations  as  they  relate 
to  learners 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


tors  of  social  utility  (both  short 
and  long  term)  which  may  be 
facilitated  by  sex-equitable  edu- 
cation, (chs.  1,  2) 

— Work  toward  greater  consensus 
about  operational  conceptual 
frameworks,  such  as  table  1  in 
ch.  1 ,  and  defmitions  for  terms 
such  as  **sex-fair"  and  **sex- 
affinnative."  (ch.  1) 

—Encourage  the  growth  of  all 
aspects  of  the  new  scholarship  on 
women,  including  feminism, 
women's  studies,  and  sex-equita- 
ble research  in  all  fields;  but  par- 
ticularly continue  to  build  the 
field  of  inquiry  in  sex  equity  in 
education,  (ch.  4) 
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— Continue  multidisciplinary  and 
multimethod  research  on  sex 
equity.  Integrate  inconsistent  the- 
ories across  disciplines.  Meta- 


cialization  and  thus  are  quite  re- 
sponsive to  instruction.  As 
society  changes,  sex  role  ster- 
eotypes change.  This  change  is 
generally  slower  for  men  than 
women,  but  both  need  to  possess 
an  increasingly  wide  variety  of 
traits  and  skills,  (ch.  6) 


analyses  of  research  studies  in 
some  well-researched  areas  may 
yield  additional  insights,  (ch.  4) 

— Follow  the  example  of  work  in 
the  areas  of  sex  equity  in  mathe- 
matics where  research,  develop- 
ment, and  evaluation  have  been 
closely  articulated  and  have  re- 
sulted in  a  fairly  rapid  under- 
standing of  issues  and  solutions, 
(ch.  13) 

— Increase  the  opportunities  for 
researchers  and  practitioners 
working  on  sex  equity  to  meet 
and  exchange  information  and 
strengthen  the  relationship  be- 
tween women's  studies  and  edu- 
cation curricula,  (ch.  4) 

— Increase  research  on  the  learn- 
ing of  sex  roles  at  different  age 
levels.  Research  on  genetic  or 
biochemical  sex  differences  does 
not  seem  to  be  very  useful  to 
educators,  (chs.  5,  6) 


{continued) 


Table  17.  {Continued) 


Policy  rcommendations  as  ihcy 
relate  to  organizational 
improvement 


Educational  practice 
recommendations  as  they  relate 
to  learners 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


11.  ADMINISTRATIVE 
STRATEGIES  FOR  IMPLE- 
MENTING SEX  EQUITY 


11.  Develop  and  implement  a 
comprehensive  set  of  sex  equity 
laws,  regulations,  and  policies 
which  suppon  all  our  goals  at  all 
levels  of  political  and  institu- 
tional governance. 

— They  should  be  mutually  sup- 
portive, appropriate  to  the  orga- 
nization, and  effective  in 
accomplishing  the  sex  equity 
goals,  (ch.  7) 

— Increase,  maintain,  and 
strengthen  sex  equity  laws,  rang- 
ing from  the  inclusion  of  women 
in  the  federal  and  state  constitu- 
tions, to  enacting  new  laws  at 
each  level  of  government,  to 
providing  resources  and  mandates 
for  effective  sex  equity  functions, 
strategies,  delivery  mechanisms, 
and  projects. 


II.  Help  educators,  community 
member:,  and  students  learn 
about  equity  laws  and  policies 
and  how  they  can  be  most 
effective. 

— Increase  the  training  of  educa- 
tion personnel  and  parents  in  sex 
equity  and  encourage  educators 
to  select  equity  materials  for  their 
students. 

— Secondary-  and  postsecondary- 
level  teachers  in  particular  need 
training  in  mainstreaming  sex 
equity  ideas  and  practices. 

— Continue  federal  and    *^te  sup- 
port for  effective  efforts  to  pro- 
vide technical  assistance  and 
information  on  sex  equity  to  edu- 
cators and  learners. 
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II.  Conduct  systematic  evalua- 
tions and  research  and  develop- 
ment of  administrative  strategies 
to  implement  and  institutionalize 
sex  equity 

— Learn  how  the  institutionaliza- 
tion of  sex  equity  in  education  is 
similar  to  or  different  from  the 
institutionalization  of  other  edu- 
cational improvements.  Is  the 
role  of  the  community  particu- 
larly important?  (ch.  7) 

— Provide  federal  support  for  the 
development  and  operations  of 
sex  equity  networks  and  other 
types  of  external  assistance  orga- 
nizations in  a  variety  of  areas  to 
conduct  and  exchange  research 
and  evaluations,  provide  tech- 
nical assistance,  develop  products 
and  practices,  and  disseminate 
what  is  known  about  sex  equity 


— Use  a  comprehensive  set  of 
sex  equity  strategies,  ranging 
from  administrator  training  to  site 
visit  monitoring,  and  use  them  in 
a  systematic,  interactive  fashion. 
Provide  increased  emphasis  on 
proactive  strategies,  using  knowl- 
edge about  effective  ways  to 
create  specific  educational  im- 
provements and  sex  equity 
outcomes. 

— Create  and  support  offices  and 
individuals  at  sufficiently  high 
levels  in  each  bureaucracy  with 
specific  responsibility  for  sex 
equity  functions.  If  resources  are 
limited,  particularly  at  the  learner 
end  of  the  governmental  hier- 
archy, it  would  be  appropriate  to 
ensure  that  sex  equity  functions 
are  at  least  one  key  component 
of  a  relevant  office  or  educator's 
responsibility. 

— Continue  long-term  federal, 
state,  and  local  support  for  pro- 
jects that  are  effective  in  achiev- 
ing sex  equity  in  education. 


and  how  to  achieve  it. 

— Develop  and  disseminate 
model  policies  for  institutionaliz- 
ing sex  equity  in  a  wide  range  of 
governmental  operations  ranging 
from  teacher  evaluation  criteria 
to  state  policies  for  sex-affirma- 
tive materials,  (chs.  7-24) 

— Learn  more  about  the  roles  of 
female  and  male  educational  ad- 
ministrators in  promoting  sex 
equity  and  whether  women  teach- 
ers suffer  less  tension  and  bum- 
out  with  female  than  with  male 
administrators  (ch.  8) 

— Conduct  additional  research  on 
how  to  surmount  internal  and  ex- 
ternal barriers  to  increasing  the 
number  of  women  in  educational 
administration  (ch.  8) 

— Study  the  most  effective  ways 
to  provide  both  preservice  and 
inservice  teacher  training  in  sex 
equity.  Would  these  training 
strategics  differ  for  sex  equity  in 
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(continued) 


Policy  rcommendations  as  they  Educational  practice  Recommendations  for  research, 

relate  to  organizational  recommendations  as  they  relate      development,  dissemination,  and 

improvement  to  learners  evaluation 


Provide  positive  incentives  for 
institutionalization  of  these  pro- 
jects or  their  most  effective 
strategies. 

— Provide  increased  attention  and 
information  about  how  to  achieve 
sex  equity  to  professional  educa- 
tion and  community  groups,  par- 
ticularly those  who  are 
supportive  of  sex  equity,  (chs.  7, 
9) 

— Relate  sex  equity  policies  to 
other  equity  policies,  (chs.  7, 
19-22) 

— Improve  sex  equity  among  ed- 
ucational personnel  by  drastically 
increasing  the  numbers  of  women 
with  high  rank  and  salaty,  such 
as  women  administrators  or  full 
professors;  increase  the  salaries 


different  areas  or  for  teachers 
with  different  levels  of  awareness 
and  commitment  to  sex  equity? 
(ch.  9) 

— Develop  and  evaluate  incen- 
tives to  attract  and  keep  highly 
qualified  women  in  the  education 
professions  (chs.  9,  10) 

— Learn  how  administrators  and 
teachers  serve  as  nonsexist  sex 
role  models  for  each  other  and 
for  their  students  and  about  how 
equity  among  staff  influences 
student  equity,  (chs.  9,  10) 

— Conduct  research  and  develop 
strategies  to  help  women  edu- 
cators in  female-dominated  areas 
equitably  survive  mergers  with 
male  educators  in  recently  inte- 
grated areas  such  as  physical  and 


III.  GENERAL  EDUCA- 
TIONAL PRACTICES  THAT 
PROMOTE  SEX  EQUITY 


of  teachers  and  the  incentives 
such  as  part-time  employment, 
which  may  be  particularly  effec- 
tive in  retaining,  advancing,  and 
obtaining  talented  women  in  the 
education  profession,  (chs.  8,  24) 

— To  increase  the  numbers  of 
women  administrators,  help  them 
acquire  the  requisite  skills  and 
confidence,  but  also  decrease  the 
structural  barriers  which  have 
blocked  their  progress,  (ch.  8) 

— Use  professional  accreditation 
policies  and  certification  require- 
ments to  ensure  that  all  curricula 
for  education  personnel  avoid  sex 
bias  and  contain  adequate  train- 
ing in  sex  equity  and  that  these 
personnel  are  evaluated  in  part  as 
to  how  well  they  helped  their 
organization  attain  sex  equity 
goals,  (ch.  9) 

III.  Make  sure  that  institutional, 
instructional,  management,  and 
testing  policies  and  procedures 


III.  Help  educators  and  students 
become  aware  of  when  they  are 
practicing  sex  disctimination  and 


vocational  education  (chs.  17, 
18) 

— Document  common  patterns  of 
sex-discriminatory  treatment  of 
teachers  and  strategies  which 
may  eliminate  this  discrimina- 
tion, (chs.  9,  10.  12,  24) 


III.  Conduct  research,  develop- 
ment, dissemination,  and  evalua- 
tion (R.  D,  D,  &  E)  in  the  area 
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Table  17.  (Continued) 


Policy  rcommendations  as  they 
relate  to  organizational 
improvement 


Educational  practice 
recommendations  as  they  relate 
to  learners 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


are  clear  and  congruent  with  our 
sex  equity  goals. 

— Establish  policies  that  prohibit 
the  purchase  of  sex-biased  in- 
structional materials  and  tests  and 
provide  incentives  to  encourage 
the  purchase  of  sex-affirmative 
materials,  (chs.  10,  12) 

— Establish  specific  legislation 
and  policies  to  encourage  equity 
in  school  and  classroom  climate. 

— Encourage  coeducational  or 
same-sex  learning  environments 
as  appropriate  for  meeting  sex- 
fair  educational  goals,  (ch.  11) 
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sex  stereotyping  in  testing, 
school  climate  and  organization, 
and  instructional  materials;  help 
them  institutionalize  sex-equita- 
ble practices  which  at  best  have 
positive,  and  at  worst,  neutral, 
effects. 

— Review  tests  for  compliance 
with  Title  IX,  the  fair  representa- 
tion of  females  and  males,  free- 
dom from  sex  stereotyping,  and 
sex  differences  in  learner  perfor- 
mance, (ch.  10) 

— Increase  the  equity  of  student 
and  teacher  exchanges  by  making 
both  aware  of  sex-inequitable 
patterns  and  sex  segregation.  En- 
courage both  students  and  teach- 
ers to  interact  more  equitably,  to 
foster  cross-sex  cooperation,  and 
to  provide  leadership  oppor- 


of  school  practices  to  promote 
sex  equity. 

— Study  the  effects  of  sex-fair 
interest  measurement  when  it  is 
embedded  in  well-planned,  sex- 
equitable  career  counseling  pro- 
grams, (ch.  10) 

— Develop  sex-balanccd  scales  in 
interest  measurement  and  monitor 
minimum  competency,  coiiegs, 
professional-level  exams,  and 
other  tests  to  ensure  their  free- 
dom from  sex  bias.  (ch.  iO) 

— Conduct  research  to  determine 
if  and  when  it  is  ever  effective  to 
have  single  sex  instruction  to 
achieve  equitable  outcomes,  (chs. 
II,  13,  14,  17,  20,  22,  24) 

— Study  how  to  increase  the  use 


tanities  equitably  for  both  sexes, 
(ch.  11) 

— Increase  the  use  of  sex-affir- 
mative materials,  particularly 
with  younger  children.  If  sex- 
biased  materials  must  be  used,  be 
sure  to  use  them  as  a  lesson 
against  sex  stereotyping,  (ch.  12) 


of  sex-fair  and  sex-equitable  tests 
and  instructional  materials,  (chs. 

10,  12) 

Learn  how  race,  ethnic,  age, 
socio-economic  and  disability 
group  biases  are  similar  to  or 
different  from  sex  biases  and  de- 
velop procedures  to  eliminate  all 
from  tests,  instructional  materials 
and  classroom  interactions,  (chs. 
10-12) 

— Study  the  role  of  sexuality  in 
sex  discrimination  and  sex  ster- 
eotyping at  all  levels  of  educa- 
tion, for  both  students  and  staff 
and  for  interpersonal  interactions 
and  instructional  materials,  (chs. 

11,  12) 

— Conduct  research  on  how  a 
sex-equitable  classroom  environ- 
ment (which  provides  females 
with  full  leadership  and  participa- 
tion) affects  student  outcomes, 
(chs.  11,  17) 


(continued) 


Table  17.  (Continued) 


IV.  SEX  EQUITY  STRAT- 
EGIES IN  THE  CONTENT 
AREAS 


Policy  rcommendations  as  they 
relate  to  organizational 
improvement 


IV.  Eliminate  sex  discrimination 
and  sex  stereotyping  in  all  con- 
tent areas,  whether  the  areas  are 
currently  male-dominated  or 
femalc'dominated. 

— For  each  content  area,  make  a 
special  effort  to  maintain  or  de- 
velop women*s  studies  curricula 
and  to  identify  and  address  the 
unique  needs  of  female  and  male 
students.  Simultaneously  keep 
women*s  studies  courses  high 
priority  and  separate  while  main- 
streaming  much  relevant  informa- 
tion from  them  in  other  content 
courses.  Also  increase  the  focus 
on  women*s  studies  in  colleges 
of  education  and  the  focus  on  sex 
equity  in  education  in  women's 
studies  departments,  (chs.  4,  9, 
15.  16,  24) 
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— Give  increased  priority  to  at- 


Educational  practice 
reconimendations  as  they  relate 
to  learners 


IV.  Make  both  the  curriculum 
content  and  its  implementation 
sex-equitable. 

— General  Recommendations: 

— Instruction  in  sex  equity  and  to 
counter  gender  stereotyping 
should  be  a  part  of  the  curricu- 
lum in  all  content  areas  and  in  all 
educational  levels.  It  works! 

— Learn  if  female  and  male 
learners  are  treated  differently, 
and  then  try  to  treat  them  the 
same  unless  doing  otherwise 
would  help  them  attain  more 
equal  learning  outcomes. 

— Use  compensatory  or  special 
strategies  for  whichever  sex  has 
mastered  less  of  a  particular  con- 
tent area  to  ensure  that  they  ob- 
tain a  sufficient  amount  of 
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Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


IV.  Specific  R,  D,  D,  and  E 
strategies  to  increase  sex  equity 
in  the  content  areas: 

— Learn  more  about  how  to  teach 
girls  to  do  mathematical  problem 
solving  and  publicize  findings 
which  would  generally  help  all 
learners  in  this  area.  Identify  and 
evaluate  strategies  that  will  en- 
courage women  to  enter  and  suc- 
ceed in  the  **hard**  sciences  and 
engineering,  (ch.  13) 

— Learn  more  about  why  girls  do 
not  score  as  well  as  boys  on 
advanced-level  verbal  tests,  and 
identify  and  help  both  sexes 
speak  in  the  most  effective  man- 
ner, whether  or  not  these  patterns 
have  been  traditionally  sex-linked 
or  not.  (ch.  14) 

— In  the  social  studies,  learn 


taining  sex  equity  in  traditional 
women's  areas  such  as  visual  arts 
and  home  economics,  (chs.  16, 
18) 

— Use  teacher  training  to  dispel 
myths  about  sex  differences,  to 
help  teachers  understand  how  sex 
stereotypes  affect  student  choices 
of  courses  and  careers,  and  to 
leam  how  to  eliminate  sexist  at- 
titudes and  behaviors  in  each 
content  area. 

— Help  the  women's  art  move- 
ment increase  its  impact  on  ele- 
mentary and  secondary  art 
education,  (ch.  16) 

-  -Where  there  are  distinct  sex 
differences  such  as  in  physical 
education  and  athletics,  or  in  tra- 
ditions such  as  in  vocational  edu- 
cation, make  sure  that  any 
separate-sex  treatments  are  equal. 
When  the  sexes  are  integrated, 
do  it  carefully  so  that  both  will 
receive  equal  benefits.  (Make 


instruction  to  surmount  any  sex- 
unique  barriers.  Occasionally,  it 
may  be  most  efficient  to  provide 
this  instruction  in  a  single-sex 
setting;  for  example,  all-male 
reading  classes  do  not  appear  to 
be  generally  effective,  but  some 
all-female  math  courses  appear  to 
have  advantages. 

— Unless  there  is  a  compelling 
reason  to  do  otherwise,  use  sex- 
integrated  settings  to  provide  in- 
struction, even  in  content  areas 
such  as  physical  education  or  vo- 
cational education.  As  necessary, 
change  the  content  to  increase  its 
appjal  to  both  sexes. 

— ^Teachers  often  prefer  to  use 
sex  equity  materials  which  have 
clear  objectives  and  can  be  easily 
used  with  their  other  content  area 
lessons.  A  wide  variety  of  in- 
structional approaches  ranging 
from  TV  viewing  to  dramatic 
role  play  to  lectures  have  been 
effective  to  date,  and  use  of  mul- 


morc  about  teacher  expectations 
for,  and  actual  student  sex  dif- 
ferences in,  social  science  knowl- 
edge and  attitudes,  and  develop 
curricula  which  contain  more  in- 
formation on  the  role  of  women 
in  government  and  economics, 
(ch.  15) 

—In  visual  arts  education,  wh^t 
are  the  advantages  of  separatist, 
intcgrationist,  and  pluralist  ap- 
proaches to  women  and  art? 
What  are  art-related  sex  dif- 
ferences? Also  continue  to  leam 
more  about  the  nature  of  sex  bias 
in  art  education  and  develop  sex- 
equitable  art  education  instruc- 
tional materials  and  programs, 
(ch.  16) 

— In  physical  education  and  ath- 
letics, should  the  curricular  con- 
tent be  changed  to  appeal  to  both 
sexes?  Is  separate  but  equal  treat- 
ment possible?  (ch.  17) 

—Leam  more  about  sex  dif- 


(continued) 
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Tabk  17,  (Continued) 


Policy  rcommendauons  as  they 
relate  to  organizational 
imp»'Ovement 


Educational  practice 
recommendations  as  they  relate 
to  learners 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


sure  women  become  head 
coaches  of  coed  tsams  or  phys- 
ical education  departments  and 
that  girls  and  boy.S'  are  treated  the 
same  way  in  coe/i  shop  classes.) 


5,17 
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tiple  coordinated  strategies  is 
encouraged. 

-Chapter-specific 
Recommendations: 

— Improve  the  achievement  of 
women  in  math  and  science  by 
encouraging  them  to  take  these 
courses  and  by  addressing  the 
potential  areas  of  sex  differences 
such  as  spatial  ability,  problem 
solving,  and  mechanical  sophis- 
tication, (ch.  13) 

— Realizing  that  girls*  advantage 
over  boys  in  verbal  tests  de- 
creases after  puberty,  give  in- 
creased attention  to  helping  girls 
continue  to  develop  high-level 
reading  and  verbal  skills,  (ch. 
14) 

—For  boys,  it  may  be  useful  to 


ferences  related  to  the  effective- 
ness of  treatments  such  as  those 
designed  to  reduce  sex  stereotyp- 
ing of  occupations,  homemak.mg, 
marriage,  and  parenthood.  Also 
learn  more  about  the  gener- 
alizability  and  relationship  of 
findings  about  beliefs,  attitudes, 
and  behaviors  in  these  areas,  and 
develop  materials  which  help  stu- 
dents focus  on  patterns  of  adult 
roles  rather  than  on  the  occupa- 
tional role  in  isolation,  (ch.  18) 
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increase  the  image  of  reading  as 
an  activity  appropriate  for  them, 
(ch.  14) 

— Stop  the  use  of  sexist  language 
and  jokes  in  schools.  Also  help 
students  become  aware  of  sex- 
linked  communication  patterns  so 
that  they  can  make  a  more  con- 
scious decision  about  what  pat- 
terns to  use  when.  (ch.  14) 

— In  social  studies,  practice  de- 
livering equity  and  justice  for  all 
learners  and  make  a  conscious 
effort  to  include  more  informa- 
tion about  women,  information 
about  the  historical  and  cultural 
development  of  sex  stereotypes 
as  well  as  current  status  and 
trends.  Also  take  advantage  of 
women's  history  celebrations  and 
women's  studies  courses  while 
mainstreaming  all  these  concerns 
in  all  types  of  social  science  cur- 
ricula. Decreased  sex  stereotyp- 
ing in  students'  attitudes  also 
helps  increase  their  self-esteem, 
(ch.  15) 
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Table  17.  (Continued) 


Policy  recommendations  as  they 
relate  to  organizational 
improvement 


Educational  practice 
recommendations  as  they  relate 
to  leamers 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


— Art  educators  should  teach 
about  women  artists  and  art 
forms  they  have  dominated  and 
expose  female  students  to  male- 
stereotyped  art  approaches  such 
as  large  metal  sculpture,  (ch.  16) 

— In  physical  education  and  ath- 
letics, educators  must  look  care- 
fully at  the  balance  and  priority 
of  tradeoffs  when  they  are  decid- 
ing to  provide  separate  or  same- 
sex  or  ability  groupings.  In  all 
cases  attention  must  be  given  to 
faimess,  avoiding  separate  but 
un(  ;ual  situations  and  developing 
each  individuaPs  potential,  (ch. 
17) 
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— Career  and  vocational  educa- 
tion practices  should  prepare  stu- 
dents for  the  world  of  tomorrow 
rather  than  for  past  sex  stereo- 
typed occupational  fields.  Career 
education  activities  should  be  se- 


V.  SEX  EQUITY  STRAT- 
EGIES FOR  SPECIFIC 
POPULATIONS 


V.  Make  sure  that  all  educational 
policies  are  developed  and  evalu- 
ated in  terms  of  their  impact  on 
special  populations  of  women. 

— ^Where  possible,  have  the  pol- 
icies address  the  unique  needs  of 
the  special  populations  of  wom- 
en, while  realizing  that  there  are 
many  more  unique  needs  within 
each  group. 

— ^The  federally  supported  agri- 
cultural extension  agent  system 
should  play  a  more  active  role  in 
helping  rural  women  participate 
in  educational  and  economic  op- 
portunities, (ch.  21) 

— Institutions  should  continue 
their  efforts  to  remove  barriers  to 
adult  women  students  by  provid- 
ing, if  they  do  not  already  do  so. 


lected  only  if  they  can  demon- 
strate success  in  decreasing  sex 
stereotypes  of  male  and  female 
learners  and  the  interrcL^Monships 
of  work  and  nonwork  respon- 
sibilities, (ch.  18) 

V.  Make  sure  that  sex  equity 
practices  are  responsive  to  the 
needs  of  diverse  groups  of 
learners 

— Address  the  multidimensional 
equity  problems  of  learners  in  a 
sensitive  fashion,  (chs.  19-22) 

— Help  all  students  learn  about 
the  heritage,  contributions,  and 
shared  interests  of  women  from 
various  ethnic,  geographic,  age, 
socioeconomic  and  ability  back- 
grounds, (chs.  19-22) 

— Make  sure  that  procedures  for 
identifying  gifted  students  are  not 
biased  toward  males  or  against 
females  whci  do  not  appear  to  fit 
traditional  sex  stereotypes,  (ch, 
20) 


V.  Conduct  R,  D,  D,  and  E  to 
achieve  sex  equity  within  special 
populations  of  women 

— Conduct  more  research  to 
identify  the  specific  common  and 
unique  needs  of  women  members 
of  special  populations.  Then  de- 
velop sex  equity  strategies  which 
are  sensitive  to  the  needs  of  indi- 
viduals from  diverse  special  pop- 
ulations, simultaneously,  (chs. 
19-22) 

—Programs  for  special  popula- 
tions of  women  should  combine 
service  to  each  with  research 
about  that  population,  (chs.  19- 
22) 

— Conduct  research  on  minority 
women  by  minority  women,  (ch. 
19) 


ERiC 


520 


(continued) 


Tabic  £?•  {Continued) 


Policy  recommendations  as  they 
relate  to  organizational 
improvement 


courses  at  convenient  times  and 
locations,  instructions  by  modes 
other  than  classroom  lectures, 
child  care,  counsel- 
ing/information services,  and 
credit  for  prior  experience  learn- 
ing, (ch.  22) 
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Educational  practice 
recommendations  as  they  relate 
to  learners 


— Practices  that  have  helped 
women  take  advantage  of  formal 
education  opportunities  include 
provision  of  day  care  for  their 
family  members,  women's  cen- 
ters, establishment  of  supportive 
networks  or  chum  prog;'ams,  tak- 
ing education  to  the  individual 
rather  than  the  woman  to  the 
classroom.  (This  is  particularly 
important  for  many  rural  wom- 
en.) Among  and  across  the  spe- 
cial groups  of  women,  highest 
priority  needs  are  to  leam  job- 
related  skills,  (chs.  19-22) 

— Educators  should  identify  de- 
mographic and  attitudinal 
changes  in  the  women  coming  to 
them  and  in  the  women  they 
might  serve.  They  should  then 
modify  their  programs  to  meet 
these  changing  needs.  Current 
needs  include  more  programs  for 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


— Leam  more  about  the  nature 
and  extent  of  women  in  gifted 
student  programs  and  the  effects 
of  significant  others  on  female 
participants  in  these  programs, 
(ch.  20) 

— Develop  special  sex  equity 
programs  for  rural  giris  to  specif- 
ically overcome  rural  barriers  and 
to  exploit  rural  advantages  in 
favor  of  equity,  (ch.  21) 

— Develop  new  methods  and  ma- 
terials to  assess  adult  women's 
prior  learning,  especially  in  non- 
credit  courses  and  in  unpaid 
work,  and  to  relate  this  learning 
to  formal  educational  training, 
(ch.  22) 


Vl.  SEX  EQUITY  AT  DIF- 
FERENT AGE/EDUCA- 
TIONAL LEVELS 


VI.  Make  learning  environments 
more  responsive  to  the  needs  of 
girls  and  women  at  all  age 
levels. 

— At  the  early  childhood  level, 
provide  structure  lo  the  free  play 
time  to  encourage  girls  to  acquire 
the  skills  they  most  need  and 
train  teachers  to  engage  in  behav- 
iors that  will  teach  students  to 
decrease  their  stereotyping,  (ch. 
23) 

— ^At  the  postsecondary  level,  en- 


employed  women,  especially  pro- 
grams in  cooperation  with  em- 
ployers or  in  the  work  place;  the 
provision  of  programs  for  skill 
review  and  renewal,  especially  in 
mathematics,  prior  to  admissions 
testing  or  enrollment;  and  pro- 
grams to  help  adult  women  cope 
with  their  multiple  roles  as 
wives,  mothers,  workers,  and 
learners  and  to  help  women  cope 
with  changes  such  as  job  loss 
and  retirement,  (ch.  22) 

VI.  Since  formal  educational  pro- 
grams at  all  age  levels  were  cre- 
ated to  meet  the  educational 
needs  of  males,  they  need  to  be 
redesigned  to  serve  women 
equally  well. 

—At  the  early  childhood  level, 
use  teaching  strategies  to  involve 
children  in  activities  unusual  for 
their  sex  such  as  having  the 
teacher  remain  close  to  girls 
when  they  are  engaged  in  large- 
muscle  activities.  Also  avoid  as- 
signing activities  that  remedy 


VI.  Conduct  R,  D,  D,  and  E  to 
achieve  sex  equity  at  different 
age/educational  levels. 

— Learn  more  about  what  differ- 
ent strategies  are  needed  to  de- 
crease sex  differences  and  sex 
stereotyping  at  different  ages  and 
developmental  levels.  What  are 
the  effects  of  sex  equity  activities 
over  time,  from  preschool  to 
continuing  education  students? 

— Develop  more  sex- affirmative 
instructional  materials  for  use 
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(continued) 


Table  17*  {Continued) 


Policy  recomniendations  as  they 
relate  to  organizational 
improvement 


courage  institutions  to  conduct 
self-assessments  to  identify  and 
then  eliminate  overt  and  subtle 
sex  discrimination  and  stereotyp- 
ing in  admissions,  financial  aid, 
classroom  climate,  etc.  These  in- 
stitutions should  also  establish 
grievance  and  mediation  pro- 
cedures and  criteria  and  guide- 
lines for  students  and  faculty  to 
use  to  obtain  fair  treatment  and 
to  avoid  sexual  harassment  and 
unintentional  discrimination,  (ch. 
24) 


Educational  practice 
recommendations  as  they  relate 
to  learners 


problems  of  boys  to  all  children 
while  allowing  activities  that 
remedy  problems  of  girls  to  be  a 
matter  of  their  own  choice,  (ch. 
23) 

— At  the  postsecondary  level,  en- 
courage the  maintenance  of 
women's  studies  as  well  as  the 
mainstreaming  of  sex  equity  and 
the  new  scholarship  on  women  in 
content,  improve  sex  equity  in 
student-faculty  interactions,  and 
provide  support  services  such  as 
nonsexist  preadmissions  counsel- 
ing, women's  centers,  day  care 
facilities,  and  provisions  for  stu- 
dent safety,  (ch.  24) 


Recommendations  for  research, 
development,  dissemination,  and 
evaluation 


with  young  giris  and  boys  in 
multiple  settings,  and  develop 
strategies  to  mainstream  sex 
equity  in  secondary  schools,  (ch. 
23) 

— In  postsecondary  institutions, 
routinely  collect  and  report  infor- 
mation on  the  relationships 
among  sex,  race,  age,  handicap, 
and  admissions,  graduation,  ten- 
ure, promotions,  etc.  Also  devel- 
op and  adopt  or  adapt  effective 
sex  equity  practices  used  by 
other  institutions,  such  as  the  In- 
stitutional Self-Study  Guide  on 
Sex  Equity  for  Postsecondary  In- 
stitutions. Give  increased  atten- 
tion to  the  needs  of  faculty 
women,  (ch.  24) 
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"Blackfeet  Women's  Resource  Center,  384 
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blacks.  See  also  African-Americans 

distribution,  in  US,  368-369 

educational  attainment,  by  place  of  residence 
and  sex,  423,  425 

employment  characteristics,  370 

equity  programs  for,  384-385 

female,  stereotyping,  375 

income  and  earnings,  371-372 

research  on,  361 
body  language,  sex  differences  in,  273-274 
BORN  FREE,  352 

Bomstein,  Rita,  **Sexism  in  American  Educa- 
tion," 154 

brain  organization,  sex  differences,  58-60 
Building  Math  Confidence  in  Women,  254 
business    administration,    doctoral  degrees 

granted  to  women,  407 
Business  Management  Training  for  Rural  Wom- 
en, 441 

California 

policy  on  sex>biascd  instructional  materials, 
164 

sex-equity  implementation  in,  9'1 

Title  IX  Assistance  Office,  Observation/Com- 
mentary/Visitation model,  KV4-105 
California'  Coalition  for  Sex  Equity  in  Educa- 
tion, 93,  107-109,  117,  118 

coalition  members,  107 

Compliance  Measure,  107 

follow'Up  research,  recommendations  for, 
121 

high'impact  districts,  108 

Institutional  Sex  Bias  test,  107 

long-term  effects,  108-109 

purpose,  107 

results,  107-108,  117 
Califomia  State  University,  Long  Beach,  math 

anxiety  course,  253 
capitalism,  32 

CARE.  See  Curriculum  and  Research  for  Equity 
career 

achievement,  sex  differences,  341 
aspirations,  sex  differences,  341,  343 
choice 

biological,  cognitive,  ai.J  psychosocial  fac- 
tors, 68-71 

equity  in,  social  benefits,  53,  71-72 

and  gender  differences,  55 

mathematics  as  critical  filter  in,  234,  239 

sex  stereotyping  and  discrimination  in, 
need  to  reduce,  339-342 
counseling 

changes  in,  178 

in  postsccondary  education,  475 
definition,  338 
development 

for  minority  women,  378,  381 
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theory,  339-340,  357 
insignificance  of  gender  in,  71 
scientific,  247 
career  education,  514 
counseling  procedures  and  practices,  353- 
354 

curricula,  promoting  sex  equity,  345-354 
educator  and  community  programs  and  prod- 
ucts, 352-354 
elementary  school  programs  and  products, 

345-347 
employer-based  programs,  352 
for  gifted  girls,  403-408 
high  school  programs,  349-352 
middle  school  programs,  347-349 
policy  recommendations,  354-357 
sex-equitable,  policies  aimed  at,  344-354 
sex  equity  in,  235,  338-359 

Career  Education  Act,  233 

Career  Incentive  Education  Act,  344 

career  interest   measurement.   Sec  interest 
measurement 

Career  Internship  Program,  350 

Career-Oriented  Modules  for  Exploring  Topics 
in  Science  (COMETS),  225 

Career  Planning  for  Minority  Women,  446 

Career  Shopper* s  Guide,  The,  441 

Careers  to  Explore,  347 

Carnegie  Interest  Inventory,  177 

Catalyst,  440 

change 
in  institutions,  484,  495 
in  society,  431-432 

Changing  Words  in  a  Changing  World,  276 

chemistry,  doctoral  degrees  granted  to  women, 
405 

childbcaring,  effects  of  exercise  on,  321, 
322 

child  care,  for  rural  women,  426 
children 

differential  abilities,  experiences,  and  accom* 

plishments,  459-460 
involvement  in  activities  unusual  for  their  sex, 

464 

large  muscle  development,  462,  464-465 
sex  equity  programs  for,  463-464 
sex-stereotyped  behaviors,  strategies  for  re- 
ducing, 465-466 
sex-strnsotyped  knowledge  and  attitudes , 
strategies  for  reducing,  466 
Chinese  Americans.  See  Asian-Americans 
Civil  Rights  Act  (1964) 
funding  and  support,  100 
local  education  agency  grants,  106 
SDACs,  120 
information  dissemination,  1 16 
research  recommendations  for,  121 
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sex  equity  information  and  training  for 

teachers,  153 
technical  assistance  from,  1 17 
state  grants,  105 
Title  IV,  96,  97,  98,  119,  344 
Title  VII,  24,  99 
Civil  Service  Reform  Act  (1978),  24 
claims,  conflicting,  40 
classroom 
climate,  promoting  sex  equity  in,  497 
environment 
and  math  anxiety.  253 
race,  ethnicity,  and  perceived  ability  ineq- 
uities, 200 
as  microcosm  of  society,  163,  189 
organization  and  climate 
recommendations  for  practitioners,  212- 
213 

research  issues,  211-212 
sex-equiuble,  defining,  189-191 
sex  equity  in,  189-217 
sex  inequities  in,  163-165 
peer  interaction 
equal  status,  strategies  for  promoting,  208- 
210 

improving,  212-213 

leadership  in,  200 

sex  inequities  in,  199-206 
salience  of  boys  in,  462-463 
sex  segregation,  191-196 

classroom  discussion  of,  207-208 

effect  on  achievement,  193 

infusion  programs,  208 

strategies  for  reducing,  207-208 

and  teacher-directed  cross-sex  physical  ad- 
jacencies, 207 

teacher  intervention  strategy,  212 

and  teacher  reinforcement  of  cross-sex 
play,  207 

teacher  intervention  strategies,  for  promoting 

sex  equity,  212-213 
teacher-student  interaction.  See  teacher-stu- 
dent interaction 
**Classroom  Climate:  A  Chilly  One  for  Women, 

The,**  207 
Clement,  Catherine,  41-42 
coache^t,  women,  325 
coeducation 
inequities  in,  189 

vs.  single-sex  education,  210-211,  248-249 
cognition 
sex  differences,  59-64,  68 

conclusions  about,  63-64 

effects  of  training  and  experience,  62-63 
tests,  60-62 

cognitive  theory,  of  sex  role  development,  81, 
82-83 

college  admissions  tests,  175-177 
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College  Hnuance  Examination  Board,  Advanced 
Placement  tests.  See  Advanced  Place- 
ment 

COMETS.  See  Career-Oriented  Modules  for  Ex- 
ploring Topics  in  Science 
communication 

sex  differences  in,  research,  ll^-llS 

sex  equity  in,  269-279 
recommendations  for  achieving,  277 
competitiveness,  sex  differences,  67 
compliance,  in  sex  equity  implementation,  116 

evaluation  for,  1 16 

monitoring,  116 
computer  sciences,  doctoral  degrees  granted  to 

women,  405 
Computers  without  Fear,  253 
confidence,  and  academic  performance.  69 
confidence/anxiety,  $ex  differences  in,  f^-65 
conformity 

sex  differences  in,  64,  65 

and  test  performance,  168-169 
Congress,  funding  and  support  of  sex  equity, 
100 

Connections:  Women  and  Work  Skills  for  Good 
Jobs,  349 

Contemporary  American  Indian  Woman:  Ca- 
rters and  Contributions,  The,  384 

continuing  education,  434 

Continuing  Education  for  Women,  363,  434 

Continuing  EduccJion  for  Women:  Admin- 
istrator's Handbook,  440 

Control  Data  Corporation,  Small  Farm  Project, 
428 

Conway,  Jill,  41 
Cooperation  in  Education,  212 
Cooperative  Extension  programs,  427 
CcTJcIl  University,  athletic  program,  324 
coqtomc  transfers,  women^s  percentage  of,  54 
Council  for  the  Advancement  of  Experiential 

Learning,  443-444 
Council  of  Chief  Sute  School  Officers  Resource 

Center  on  Sex  Equity,  105 
Council  on  interracial  Books  for  Children,  310 

address,  227,  254 
Counseling  Adolescents,  404 
cross-sex  behavior 
in  classroom,  teacher  reinforcement  of,  207 
sex  differences  in,  191-192,  199-200 
in  small  groups,  studies,  201-206 
strategies  for  promoting  cooperation  in,  208- 
209 

curricular  materials.  See  also  instructional 
materials 

sexist,  and  women's  career  goals,  129 
for  women  in  administration,  232-133 
curriculum.  See  also  instructional  materials 
approaches  to  sex  equity  in,  233 


content  areas.  See  also  specific  content  area 
sex  equity  in,  233-236,  497-498,  510- 
515 

mathematics  and  science,  to  address  special 
needs  of  women,  254-256 
Curriculum  and  Research  for  Equity  (CARE), 
209-210,  213 

day  care,  family,  465 

dc  Beauvoir,  Simone,  The  Second  Sex,  31 

Decisions  about  Language,  276 

Decisions  and  You,  Decisions  about  Roles,  285 

demystification,  15,  42 

dependency 

sex  differences  in,  64,  65 
*  and  test  performance,  168-169 
DescribimentolFinding  Out,  213 
Developing  Women's  Management  Programs, 
446 

developmental  theory 
aduh,  83 

of  sex  role  development,  82 
Dewey,  John,  36-37 
DICEL,  132 

Differential  Aptitude  Test  (DAT)  Battery,  174- 
175 

Directory  of  Administrators,  A,  \3A 
discrimination 

multiple,  480 

subtle,  478-479 
displaced  homemakers,  367.-363 

definition,  432 

educational  programs  for,  440-441 

rural,  peer  counseling,  426-427 
Displaced  Homemakers:  Program  Options,  441 
Displaced  Homemakers  Network 

address,  440 

Program  Policy  Statement,  440 
doctoral  degrees,  granted  to  women.  See  specif- 
ic field;  women,  degrees  earned  by 
Durkheim,  Emile,  50 

Earning  a  Breadwinner's  Wage,  444 

earth  and  environmental  sciences,  doctoral  de- 
grees granted  to  women,  405 

Eastern  Kentucky  University,  teacher  education 
modul:  for  addressing  stereotyping  in 
athletics,  331 

economic  factors,  indicators  of  equity,  17 

economics 

doctoral  degrees  glinted  to  women,  406 
gender  differences  in  knowledge  and  at- 
titudes, 281 
sex  differences  in,  288 
education.  See  also  adult  basic  education;  adult 
education;  art  educatior  career  educa- 
tion; coeducation;  continuing  education; 
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single-sex      education;  vocational 

education 
in  art.  status  of.  311-312.  314 
degrees  awarded,  to  women.  471 
discrimination  in.  39-40 
doctoral  degrees  granted  to  women.  407 
early 

differential  impact  on  boys  and  girls.  460- 
463 

educational  equity  in.  457-469 
— research  recommendations,  467-468 
— strategies  for  creating.  466-468 
mytlis  about  sex  equity  in.  458-463 
sex-cqr.itable  environments,  strategies  for 

creating,  463-466 
Sex  equity  in.  498-499.  517 

effect  on  wage  differential.  24-25 

general  practices,  163 
sex-equitable.  163 

inequity  in.  34 

multicultural.  150-151 

philosophy  of.  49 

postsecondary 
backlash  in.  479 
condescension  in,  478 
denial  of  status  and  authority  to  women  in. 
479 

double  standard  in,  478 
enrollment  of  women  in.  434 
exclusion  from.  478 
grievance  procedures.  481-482 
hostility  toward  women  in.  478 
invisibility  of  women  in.  479 
multiple  discrimination,  480 
professional  development  and  advancement 

of  women  in.  477 
role  stereotyping.  478 
sex  equity  in.  ^r70-488.  498-499,  517- 

518 

— admissions.  473-474 
—advertising  for  staff,  476 
—barriers  to,  478-480 
— compensation  and  fringe  benefits.  477- 
478 

—counseling  and  guidance.  475 
— curriculum,  474-475 
— employment.  476-477 
— financial  aid.  474 

— for  faculty,  administration,  and  staff, 

476-478 
— for  students.  473-476 
—institutional  leadership  toward.  482-483 
— recommendations,  484-485 
— recniitment.  476 

— support  services  and  facilities,  475-476 
sexist  comments  in,  478 
sexual  harassment  in.  480-481 


status  of  women  faculty  in.  471 

subtle  discrimination  in.  478 

tokenism  in.  479 
science  and  engineering.  26-27 
sex-equitable  strategies,  for  sex  role  learning. 
87-88 

theoretical  woric  in.  48-50 

values,  acceptance  of,  301 
educational  administration.  See  a:*ministration 
educational  testing.  See  testing 
Education  Consolidation  and  Improvement  Act. 
344 

Education  Development  Center,  address.  227 

Education  of  the  Gifted  and  Talented:  Report  to 
the  Congress  of  the  United  StL    ,  394 

educators 
female,  numbers  of.  125 
inadequate  sex  equity  training.  343 
male,  numbers  of.  124,  125 

Eldcrhcitel.  447 

Elemematy  Curriculum.  Women's  Studies  Pro- 
gram, Berkeley  Unified  Schools.  284 
Embers.  275 

empathy,  sex  differences  in.  64.  65-66 
employment,  of  women,  in  special  populations, 
363 

engineering 
degrees 

male/female  ratio,  55.  71,  168.  405 
women  earning.  237 
distributions  of  males  and  females  in.  168 
efforts  to  ^nc^ca^^  female  participation  and 
achievement  in. 
success.  261-262 
females  in.  234.  237-268 
intervention  programs  for  increasing.  247- 
261 

recruitment  strategy  for,  351 

research  on,  relationship  to  research  on 

math.  246-247 
special  program  for.  251 
spatia!  ability  in.  246 
English,  doctoral  degrees  granted  to  women, 

407 
environment 
in  gender  differences.  53-55.  86 
and  sex  role  development.  82 
Equal  Employment  Act  (1972).  99 
Equality.  See  Project  Equality 
equal  opportunity,  41 
Equal  Pay  Act  (1963).  24 
Equal  Rights  Amendments,  8 
E(3UALS  program,  257.  352.  412 
Equal  Their  Chances:  Children's  Activities  for 
Non-Sexist  Learning,  464 

equity 
concept  of,  17.  18 
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indicators  of,  17 
nature  of,  25 

Equity  Demonstration  Projects,  93,  101 

Equity  Institute,  Professional  Development  Pro- 
ject to  Encourage  the  Potential  of  the 
GiftedGirl,  392,  410 

Equity  Self-Assessment  in  Postsecondary  Educa- 
tion Institutions^  482 

ERIC  System,  116 
teacher  education  descnptors  in,  147 

ethics,  of  sex  equity,  30 

Everywoman*s  Guide  to  Colleges  and  Univer- 
sities, 472 

Everywoman*s  Rights,  446 

Executive  Order  11246,  21 

Executive  Order  11375,  21 

Expanding  Your  Horizons  in  Science  and  Math- 
ematics, conferences,  259-260 

Experience-based  Career  Education,  350 

FACET/FACrr,  35i 

failure,  causal  attributions  about,  sex  differences 

in,  65 
fairness,  319 
fair  play,  319 

**Fair  Play;  Developing  Self-Concept  and  Deci- 
sion-Making Skill,"  285 
families 
female-headed,  19 

income  and  earnings,  371-372 
historical  context,  32-33 
obstacle  to  adult  women*s  education,  437 
family  planning,  19 
family  protection,  37 

family  responsibilities,  and  women*s  achieve- 
ment, 127 

federal  agencies,  recommendations  for,  in  inte- 
grating sex  equity  issues  into  teacher  ed- 
ucation, 159 

Federation  of  Southern  Cooperatives,  425-426 

Feinbcrg,  Joel,  40 

Female  Leaders  for  Administration  and  Manage- 
ment in  Education  (FLAME),  131-141 
femininity 
and  participation  in  sports,  321 
vs.  masculinity,  80-81 
feminism,  30,  31,  45 
definition,  45 
in  education,  45 
researchers  in,  50 
films,  effect  on  behavior,  224 
First  Mental  Measurements  Yearbook,  1 77 
FLAME.  See  Female  Leaders  for  Administra- 
tion and  Management  in  Education 
Florida  State  University,  workshops  for  women 

on  career  choices,  132,  136,  138 
foreign  languages,  modem,  doctoral  degrees 
granted  to  women,  407 
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Freedom  for  individual  Development 

Counseling  and  Guidance,  353 

Vocational  Education,  353 
free  play,  461-462 
Freestyle,  223,  345-346 
From  Dreams  to  Reality,  350 
Fund  for  the  Improvement  of  Postsecondary  Ed- 
ucation, 100,  445-446 
Future  Farmers  of  America,  418 

Gail,  Joyce  and  Meredith,  '*Boys  and  Girls  in 
School:  A  Psychological  Perspective,** 
154 

GATE,  425 

GEM  Publications,  address,  285 

gender  consistency,  84 

gender  constancy,  82,  84 

gender  differences.  See  also  sex  differences 

aerobic  capacity,  322 

body  composition,  322 

causes,  heredity  and  environment  in,  53-55 

in  cognitive  and  psychosocial  factors,  55 

genetic  hypotheses,  53-55 

physical,  322-323 

reported,  in  mathematics  achievement,  54 
research 
bias  of  researchers,  57 
definition  of  constructs,  56-57 
magnitude  of  effects,  55-56 
methodological  concerns,  55-57 
gender  identity,  82,  457 

definition,  79 
gender  relations,  44-45 
gender  schema 
cognitive  theory,  84 
theory,  of  sex  role  development,  82-83 
gender  stability,  82,  84 
genes,  and  sex  differences,  57 
genius,  studies  of,  392-394 
gifted,  362,  515 
achievement,  sex  differences,  408 
career  counseling  and  guidance,  412 
definition,  411 

educational  programs  for,  398-403 

acceleration,  398-403 

enrichment,  398 

female  participation  in,  410 

recommendations  for,  410-413 

research  on,  41 1-412 
females 

career  education  and  guidance,  403-408 
definitions,  392-396 
in  math  and  science,  401-402 
role  models  for,  403 
girls 

classroom  experience  of,  200 
pcrsonaliiv  traits,  397,  409 
girls  and  women,  in  education,  391-415 
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employment  characteristics,  369-371 

identification,  362,  395-397,  411 

income  and  earnings,  371 

by  nomination,  396-397 

occupations,  and  educational  achievement. 

by  screening,  397 

371 

interaction  with  teachers,  effects  of,  408-409 

stereotyping,  376 

and  interest  measurement,  182 

Hispanic-American  women 

mathematically 

equity  priorities.  378 

acceleration  program  for  girls,  249-250 

equity  programs,  385-386 

sex  differences,  172 

Hobson  V.  District  of  Columbia  Public  Schools, 

study  of,  398-399 

394 

placement,  397 

Hofstra  University 

sex  differences  in,  234.  240,  271 

networking  system,  for  women  in  administra- 

Gifted and  Talented  Children's  Act  (1978).  392, 

tion,  134 

394-395 

workshops  for  women,  132.  136,  138 

Gilligan,  Carol,  4S,  49,  68 

Holland  Vocational  Preference  Inventory,  180 

In  a  Different  Voice,  37-38 

home  economics 

Girl  Scouts  of  America,  sex  equity  career  educa- 

courses, 348 

tion  materials,  347,  350 

coeducational,  341 

Gollnick,  Donna,  et  al.,  "Beyond  the  Dick  and 

Title  IX  prohibition  of  discrimination  in. 

Jane  Syndrome:  Confronting  Sex  Bias  in 

348 

Instnictional  Materials,**  155 

historical  attitudes  toward,  416-417 

Goucher  College,  Women's  Management  Pro- 

Homemaking and  Volunteer  Experience  Skills, 

gram,  446 

441 

Graduate  Record  Examination,  scores,  sex  dif- 

hormones 

ferences,  401,  403 

developmental  changes  in,  58 

Grange,  416,  423 

and  sex  differences,  57-58 

Grove  City  College  v.  Bell,  94,  97,  474 

How  About  a  Little  Strategy?,  446 

Growing  Up  Free:  Raising  Your  Child  in  the 

Howe,  Florence,  46 

80\  464 

How  to  Get  College  Credit  for  What  You  Have 

Growth   in   Agriculture   Through  Equality 

Learned  as  a  Homemdker  and  Volunteer, 

(GATE),  425 

443 

Guide  for  Sex  Equity  Training,  157 

How  to  Go  to  Work  When  Your  Husband  Is 

Guidelines  for  Developing  Sex  Bias  Free  Voca- 

Against  It,  Your  Children  Aren't  Old 

\ional  Education  Programs  in  Small  Sec* 

Enough,  and  There's  Nothing  You  Can 

om^ary  Schools  in  Alaska,  426 

Do  Anyhow,  440 

Guide  to  Social  Science  Resources  in  Women* s 

How  Women  Find  Jobs,  441 

Studies,  49-50 

Humbokit  State  University,  math  course  to  meet 

Handbook  for  Women  Scholars:  Strategies  for 

special  problems  of  women,  254 

Success,  483 

"I  Can"  competency  iists,  443 

handicapped.  See  also  women,  handicapped 

ICES.  See  Project  of  Internships,  Certification 

girls,  classroom  experience  of,  200 

Equity-Leadership,  and  Support,  A 

HAVE  skills,  443 

Idaho,  Cooperative  extension  program,  wom- 

HEAR. See  Project  HEAR 

en's  leadership  training,  427 

heredity 

Ideas  for  Developing  and  Conducting  a  Women 

and  biological  sex  differences.  60 

in  Science  Career  Workshop,  260 

in  gender  differences.  53-55 

independence  training,  243 

Higher  Education  Act  (1 972),  Title  IX.  See  Title 

Indians 

IX 

American.  See  Native  Americans 

Higher  Education  Resource  Services  (HERS), 

Asian.  See  Asian-Americans 

483,  484 

industrial  arts,  courses,  348 

The  Next  Move,  131-132,  139 

coeducational,  34! 

high  school  equivalency  certificate,  44 1 

Title  IX  prohibition  of  discrimination  in,  348 

Hispanic-Americans 

information  processing,  in  sex  role  develop- 

cultural background,  367 

ment,  82-G3 

distribution,  in  US,  368-369 

In  Her  Own  Image:  Women  Working  in  the  Arts, 

educational  attainment,  368,  370 

310 

by  place  of  residence  and  sex.  423,  425 

In  Search  of  Our  Past,  285 
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inservice  training,  in  WEEA  demonstration  pro- 
jects, 114 

Institute  for  the  Study  of  Anxiety  in  Learning. 
253 

institutional  Self-Evaluation:  The  Title  IX  Re- 
quirement^ 483 

Institutional  Self-Study  Guide  on  Sex  Equity  for 
Postsecondary  Educational  Institutions, 
472-473,  483,  484 

instructional  materials.  See  also  curricular 
materials 

gender-related  characteristics,  164-165 
forprcscrvice  teachers,  promoting  sex  equity, 
154-157 

promoting  sex  equity  in  ait  education,  3^0- 
311 
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**Sex  and  Gender  in  the  Social  Sciences:  Reas- 
sessing the  Introductory  Course,'*  290 
sex  bias,  in  career  guidance,  178 
sex-biased,  definition,  79 
Sex  Desegregation  Assistance  Centers,  98,  101 
sex  differences,  \4.  See  also  gender  differences 
in  aggression,  64,  66-67 
biological,  57-60 
cf>usal  inferences,  60 
and  life  experiences,  86 
related  to  career  choice,  68-71 
related  to  school  activities,  68-71 
significance,  71 
in  career  choices,  492 

causal  relationships,  methodological  issues, 

68-69 
cognitive,  60-64,  08 
conclusions  about,  63-64 
effects  of  training  and  experience,  62-63, 
70 

methodological  issues,  60-61 
related  to  career  choice,  68-71 
related  to  school  activities,  68-71 
significance,  71 

confidence/anxiety,  64-65 

in  conformity  or  dependency,  64,  65 

in  educational  outcomes,  494 

in  empathy,  64,  65-66 

and  environment,  86 

facts  and  assumptions  about,  53-77 

genetic  factors,  57 

hormonal,  57-58 

implications,  70-71 

in  life  experiences,  86 

organization  of  brain,  38-60 

in  outcomes,  492-493 

psychological,  239 
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psychosocial,  64-68.  See  also  specific 
difference 
effects  of  training,  70 
related  to  career  choice,  68-71 
related  to  school  activities,  68-71 
significance,  71 
sununary,  67-68 
training  studies  of,  67 

research  on,  165.  235-236 

in  self-esteem,  64,  67 

somatic,  58 

in  student  achievement,  492 
in  testing.  See  specific  test  type;  testing 
in  timing  of  maturation,  59-60 
in  treatment  of  learners,  493-494 
in  wages,  492 
sex  discrimination 
in  education,  measuring,  3-6 
in  hiring  and  promoting,  in  administration, 
129 

sex*equitable,  definition,  79 
sex>equitable  material,  exposure  of  children  to, 
87 

sex  equity 
achievement  of,  examining,  1-11 
activities,  research  recommendations,  121 
assumptions  about,  13-15,  501-503 
coalitions 

formation,  117-118 

recommendations,  120 
compliance,  research  recommendations,  121 
development,  117 
economic  factors,  18-25 
in  education 

administrative  strategies,  495-496,  504- 
507 

compliance,  116 

federal  funding  for,  100 

as  field  of  enquiry,  490-492 

genera!  practices  for  promoting,  496-497, 

507-509 
goal  of,  45,  490-491 
implications  of  sex  role  development,  87- 

88 

importance,  492-495 

and  in  society,  1-2,  491 

measuring,  3-5 

methods  of  enquiry,  491-492 

multidimensional  approach,  365-366 

progress,  489 

recommendations,  499-518 
related  benefits,  499 
and  role  of  government,  95-123 
and  sex  role  development,  78-90 
strategies  for  achieving,  495-499 

educational  research  on,  44 

ethical  argument  for,  13-14 


genera!  educational  practices  for  promoting, 

163-165 
goals,  1,  7,  501 

prescriptive  aspects,  7-9 
hii:c*rical  context,  30-33 
implementing 

administrative  strategies  for,  general  p 
pies,  91-94 

and  changes  in  individual  behavior,  93-94 

and  changes  in  social  system,  92-93 

effect  on  students,  115 

involvement  of  professional  educators  and 
community,  114-115 

research  and  evaluation,  118 

technical  assistance,  116-117 

working  through  leaders,  117 
information,  dissemination,  116 
institutionalizing,  in  education 

administrative  strategies,  95  *123 

federal  policies  and  activities,  96-100 

federal*regional  relationship  in,  101-102 

hastening,  118-121 

interrelationships  among  implementors, 

improving,  120 
local  activities  or  policies,  98-99 
local  school  districts  in,  106 
regional  or  multistate  activities,  98-99 
relationship  among  federal,  regional,  state, 

and  local  governments  in,  100-101 
research  recommendations,  120-121 
state  activities  and  policies,  98-99,  102- 

106 

strategies  linking  policy  and  implementa- 
tion, 116-llc^ 

studies,  findings  of,  106-115 
interventions,  and  long-term  change,  94 
justifications,  36-42 
mandates,  9\.  See  also  specific  mandate 
networking,  117-118 
philosophical  argument  for,  25 
philosophical  problem  of,  29-43 
policies 

evaluation,  recommendations,  119 

recommendations,  118-119 
programs 

bias  in,  377 

replication,  117 
research,  47,  499-500 

conceptual  framework,  44 
research  considerations,  9 
social  utility,  25-27,  501 
specialists,  working  with,  120 
for  specific  populations,  361-364.  See  also 

specific  population 
support,  recommendations,  1 19 
training,  117 

treatment  in  teacher  education,  145-161 
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Sex  Equity  Handbook  for  Schools,  1 57 

Sex  Equity  in  Education,  133 

Sex  Equity  in  Education  Leadership  (SEcL), 

131-134,  136-141 
sex-equity  resources,  classroom  use,  WEEA 

demonstiation  project  findings  on,  113- 

114 

sex-fair,  definition,  79 

sex-fair  reality,  portraying,  for  students,  88 

sexism,  47,  298 

in  education,  146,  148 
sex-linked  traits,  57 
sex-role  reversed,  definition,  79 
sex  roles 
analyses 
role  ambiguity,  15 
role  proliferation,  15 
role  strain,  15 
attitudes,  85-86 
definition,  78-79 

strategies  for  changing,  in  children,  87 
attributes,  79 
behavior,  86 

and  content  of  instructional  materials,  224 
characteristics,  cognitive,  84-85 
conflicts,  of  adult  women,  438 
definition,  78 

development,  218,  457-458 
age  pattems,  83-86 
cognitive  theories,  81,  82-83 
definition,  78 

gender  schema  theory,  82-83 

life-span  approach,  83 

positive  and  negative  features,  88 

psychoanalytic  theory,  81-82 

and  sex  equity  in  education,  78-90 

social  learning  theory,  81,  82 

theories,  81-83 
inventories,  81 
knowledge,  85 

definition,  78 
learning,  social  leaming  theory,  84 
norms,  78 

perceived,  and  athletic  performance,  329 
polarized,  83 
prescriptions,  79 
self-concepts,  definition,  79 
standards,  78 

stereotypes,  14-15,  69,  70,  72.  79-81,  352 
in  athletics,  331 
changing,  8! 

children's  awareness  of,  192-193 
cross-cultural  commonality,  80 
and  culture,  79-80 
definition,  78,  79 
development  of,  340 
discussing,  with  children,  87 
feminine,  79-80 


masculine,  80 

in  physical  education,  and  atu  Ics  of  edu- 
cators, 327-328 
reducing,  356 
— in  classes,  351 

and  women's  achievements  in  administra- 
tion, 127 

student's  attitudes  about,  effect  of  instruc- 
tional materials,  220-221 

transcendence,  83 

undifferentiated,  83 
sex  stereotyping,  3.  See  also  sex  rx)les,  stereo- 
types 

and  advertisements,  54-55 

in  children's  toys  and  books,  63 

in  education,  measuring,  5-6 

in  instruction,  493-494 

media  reinforcement  of»  54-55 

research  on,  165 
sex-typed,  definition,  79 
sex  typing 

age  pattems,  85 

in  education,  86 

and  processing  of  sex-relaied  information,  84 
sexual  harassment,  480-481 
Sherman,  Nancy,  38 

single-scx  education,  vs.  coeducation,  210-21 1 

Smith'Hughcs  Act,  416 

sociability,  sex  differences,  66 

social  contract,  36 

Social  Education,  153 

socialization,  70,  72 

effect  on  mathematics  achievement,  241-244 

effect  on  outcomes,  492 

effects  in  science,  246 

and  job  satisfaction,  181 

political,  gender  differences  in,  281,  288 

sex  differences,  86 

and  test  performance,  169 

and  women's  achievements  in  administration, 
127 

social  leaming  theory,  of  sex  role  development, 

81,82,84 
social  literacy  training,  138 
social  sciences,  degiees,  women  earning,  237, 

406 
social  studies 
gender  differences  in  knowledge  and  at- 
titudes, 281 
hidden  curriculum,  282-283 
methods  texts,  content  analysis,  149 
sex  equity  curriculum  projects,  283-288 
sex  equity  in,  280-297 
recommendations  for  achieving,  293-295 
research,  280-281 
sex  equity  strategies,  513 
sex  inequities  in,  234 
teacher  education,  288-293 
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textbooks 
inadequacies,  280-281 
— developing  curricula  to  compensate  for, 
283-288 

tecommendations  for  improving,  293 
Social  Studies  Clearinghouse,  116 
social  work,  doctoral  degrees  granted  to  women, 
407 

society 

as  association  of  persons,  35 
educational  system  as  mirror  of,  365 
inequity  in,  365-366 

pluralistic  view,  and  sex  equity,  53,  71-72 
women  in,  student  knowledge  of  and  attitudes 

toward,  282 
sociology,  doctoral  degrees  granted  to  women, 

406 

Solving  Problems  of  Access  to  Careers  in  En- 
gineering and  Science  (SPACES),  254- 
255 

Sources  of  Strength:  Women  and  Culture,  286 
SPACES.  See  Solving  Problems  of  Access  to 

Careers  in  Engineering  and  Science 
spatial  ability,  59 

and  academic  performance,  69 

aspects,  61-62 

and  education,  246 

relation  to  mathematics  achievement,  241 
sex  differences,  61-62,  63,  240-241 

and  differential  experiences,  243 
tests,  60 

spatial  memory,  sex  differences,  61-62 
sponsors,  for  women  in  administration,  128 
Stanford  University 
preservice  teacher  education,  in  social  stud- 
ies, 289 

Secondary  Teacher  Education  Program,  anal- 
ysis of  sex  bias  in  materials,  290-291 

Summer  Institute  in  Women's  History,  292 
state  agencies 

internal  activities  initiated  by,  105-106 

policies  for  providing  assistance  to  local  edu- 
cation agencies,  104-105 

recommendations  for,  in  integrating  sex  equi- 
ty issues  into  teacher  education,  159 

relationships  with  federal  and  local  agencies, 
100-102 

research  recommendations  fo:,  121 
role  in  implementing  ^x  equity,  98-99,  102- 
106 

state  sex  equity  legislation  and  policies,  102- 
104 

state  vocational  education  sex  eqtMty  coordi* 
nators,  98,  105,  118,  344,  352-353 
effectiveness.  111,  112 
individual  orientation,  111-112 
research  recommendations,  121 
role,  recommendations,  119 


role  assignment,  clarity  and  specificity  in  laws, 
109-111 
Statistics  without  Fear,  253 
Stimpson,  C,  50 

Strong-Campbell  Interest  Inventory,  178-182, 
408 

Strong  Vocational  Interest  Blank,  revision,  for 
women,  181 

studio  art,  women's  studies  courses,  306-308 

success,  causal  attributions  about,  sex  dif- 
ferences in,  65 

Szev,.ola  and  Jones  v.  Los  Angeles  United 
School  District,  141 

TABS:  Aids  for  Ending  Sexism  in  School,  ad- 
dress, 227 

teacher  accreditation,  integrating  sex  equity  is- 
sues into,  158-159 
teacher  certification,  sex  equity  policies,  150 
teacher  education 
federal  resources  for  sex  equity  information 

and  training,  152-153 
instructional  materials  for  sex  equity,  154- 
157 

integrating  sex  equity  issues  in,  93 
modules,  for  addressing  stereotyping  in  ath- 
letics, 331 

postsecondary,  integrating  sex  equity  issues 

into,  157-158 
professional  education  association  resources 

for  sex  equity  information  and  training, 

153-154 

programs,  addressing  issues  in  mathematics, 
256-257 

for  programs  for  gi.'.ed  students,  408-410 
resistance  to  sex  equity  issues,  146 
sexism  in 

legal  remedies,  150-152 

policy  statements,  150-152 
in  social  studies,  288-293 

inservice,  291-293 

preservice,  289-291 
staffing  patterns,  146-147 
state  sex  equity  policies  in,  104 
students,  attitudes  toward  sex  equity  in  educa* 
tion,  155-156 

texts 

content  analysis,  147-149 

integrating    sex    equity    issues  into, 

recommendations 
—for  publishers,  159-160 
treatment  of  sex  equity  in,  145-161 

recommendations,  157-160 
women's  issues  courses,  146 
Teacher  Education  and  Mathematics  (TEAM), 

256 
teachers 

ability  to  visualize  mathematics,  improving, 
256-257 
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teachers  {continued) 
attitudes,  effect  on  physical  education.  327- 
329 

awareness  of  sex  equity  issues  in  early  educa- 
tion, 463-464 
elimination  of  sex  bFas  in  art  education,  313 
equity  for,  493 

expectations,  and  math  involvement,  242- 

244 
female,  34 
career  aspirations,  126 
numbers  of,  125 
rccniitment,  38 
in  gifted  education,  412-413 
involvement,  in  sex  equity  impVtmentation, 

114-115 
male,  career  aspirations,  126 
nomination  of  gifted  students,  396-397 
in  niral  areas,  419 
&ame-sex,  as  rcie  models,  403 
strategies  for  creating  equity  in  early  educa- 
tion, 466-467 
struggle  for  equality,  34 
use  of  sex-equitable  instructional  materials, 
227-228 
teacher-student  interaction 
equitable,  strategies  for  promoting,  210 
with  gifted,  409 
improving,  212 

and  mathematics  achievement,  242-243 

in  physical  education,  329 

sex  differences  in,  462-463,  494 

sex  inequities  in,  193-199 
team  sports,  females  in,  326-327 
Technical  Education  Research  Centers,  444 
television,  effect  on  behavior,  224 
Temian,  Lewis,  392-394 

Genetic  Studies  of  Genius,  393-394 
testing.  See  also  achievement  tests;  admissions 
testing;  aptitude  tests;  interest  measure- 
ment 

fairness,  definition,  168 
gender  differences  seen  in,  analysis,  167-168 
in  screening  gifted  students,  397 
sex  bias  in,  167,  411 
defining,  168-169 
sources,  168-169 
sex  equity  in,  167-188 
sex  inequities  in,  163-165 
sex  stereotypes  in,  411 
strategies  fcr  achieving  sex  equity  in,  497 
unfairness,  definition,  168 
tests,  of  developed  abilities.  See  aptitude  tests 
Time  for  a  Change!  A  Woman* s  Guide  to  Non- 

traditional  Occupations,  444 
Title  IX,  8-9,21,94,95,96,97,98,  118,  119, 
148.  150,  164,  167, 175,  233.  342-343, 
344,  391,472,  500 


in  athletics,  323-324,  326,  327,  329 

enforcement,  330 
compliance,  105-106 

discovered  in  California  Coalition  for  Sex 
Equity  project,  107-108 

evaluation,  116 

research  recommendations,  121 
coordinators,  98,  105,  117,  118 
administrators.  111,  112 
advocates,  111-112 
apologists.  111,  112 

compared  to  state  sex  equity  coordinatc:s, 
92 

effectiveness,  93,  110,  112-113 
individual  orientation,  1 1 1  - 1 !  2 
research  recommendations,  121 
role  assignment,  clarity  and  specificity  in 

laws,  109-111 
roles,  recommendations,  119 
and  sex  equity  coordinators,  comparison, 

109-113 
time  spent  on  Title  IX,  110-111 
enforcemcat,  98,  101 
Tobias,  Sheila,  252-253 
Toward  Equity:  An  Action  Manual  for  Women  In 

Academe ^  472 
toys,  benefits  from,  sex  differences  in,  243, 459 
Trabahamos:  A  BlUnguallMultlcultural  Career 
Awareness  and  Language  Enrichment 
Program,  347 
Transitional  Black  Women's  Project,  385 
Trident  Technical  College,  programs  to  reduce 
sex  stereotyping,  351 

UCEA.  See  University  Council  of  Educational 
Administration 

University  Council  of  Educational  Administra- 
tion (UCEA),  133-134,  139-141 

University  of  Oayton,  reentry  program  for  wom- 
en in  science,  251-252 

University  of  Kansas,  COMETS  project,  255 

University  of  Massachusetts,  Project  TEAM, 
331 

University  of  Minnesota,  adult  women  students, 
436 

University  of  Missouri-Kansas  City,  special 
classes  for  women,  250 

University  of  Washington,  teacher  education 
program  in  mathematics,  256-257 

Upper  Midwest  Women's  History  Ceiaer  for 
Teachers,  292 

Upper  Midwest  Women* s  History  Center  for 
Teachers:  Elementary  Curriculum,  284 

U.S.  Commission  on  Civil  Right*,  96,  97-100 

Utah  State  University,  teacher  education  pro- 
gram in  social  studies,  290 

verbal  abilities,  241.  See  also  communication; 
reading;  writing 
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and  academic  performance,  69 

sex  differences  in.  59.  61.  234,  269-.  '0 

age  patterns,  271 

myths.  269 
tests,  60 
Vermont 

adult  basic  education,  delivery  to  individuals, 
424 

cooperative  extension  program,  use  for  wom- 
en's education,  427 
Visiting  Women  Scientists  Program,  258-259 
visual  arts  education.  See  art  education 
Vocational  Counseling  for  Displaced  Home- 
makers:  A  Manual,  441 
vocational  education,  514.  See  also  career 
education 
areas,  338 

cum'culc.  promoting  sex  equity.  345-354 
enrollment,  after  sex  equity  demonstration 

project,  115 
experiential  learning  in,  443 
nontraditional,  343 
policy  recommendations,  354-357 
sex  discrimination  and  sex  segregation.  342- 

343 

sex-equitable,  policies  aimed  at,  344-354 

sex  equity  in,  235.  338-359 

sex  stereotyping  in,  reducing.  422 

vs.  career  education,  338 
Vocational  Education  Act  (1963),  1 19.  233. 344 

1976  Amendments,  21.  96-98.  391.  422 
proviMOn  for  coordinator  position.  109 
sex  equity  provisions.  9 

revision,  recommendations  for,  354 

sex  equity  aspects,  funding  and  support,  100 
Vocational  Interest  Inventory,  180 
voice,  pitch,  and  social  attributions,  58 
votech  centers,  women's  programs  in,  426 
Vo'Tech  Workshop  Guide,  441 

wages,  fcmale*ma!e  differentials.  22-24 
Washington 
cooperative  extension  program,  women's 

leadership  training.  427 
sex  equity  legislation  and  policies,  103 
Wellesley  College,  prcservice  teacher  educa- 
tion, in  social  studies.  289-290 
Wesleyan  University,  M  *^  Anxiety  Clinic. 
252-253 

What  to  Do  with  the  Ilest  of  Your  Life,  440 
Wheaton  College,  prcservice  teacher  education. 

in  social  studies,  289 
Wherever  You  Learned  It,  443 
Who  Should  \tsu  115 
Wider  Oppoifiinities  for  Womeu^  440 
WIFE.  428 

WILL.  See  Women  in  Leadership  Training 
WINC.  Sff  Women  in  Nontraditional  Careers 
Wingsprcad  Conference,  290 


Winning  JuSttcefor  AIL  284 

WIS  A.  See  Women  in  School  Administration 

Wisconsin 

teacher  accreditation,  sex  equity  criteria,  150 
women's  programs  in  votech  centers.  426 
Wolff.  Robert  Paul,  35 

women.  See  also  administrators:  adult  women; 
displaced  homcmakers;  minority  women; 
reentry  women;  rural  women  and  girls 
administrators,  employment  barriers.  92-93 
in  art  and  art  education,  299-300 
artists,  314 

degrees  earned  by,  470-471 
by  field  and  decade,  405-407 

in  doctoral  fields,  239 

economic  status,  13 

educators^  numbers  of,  125 

employed,  362 
educational  programs  for.  444-445 

employed  in  education,  equity  for.  493 

enrolled  in  colle£ie,  434 

family  and  home  responsibilities,  as  barrier  in 
educational  administration.  127 

handicapped,  and  interest  measurement,  182 

labor  force  participation,  18-20,  25 

lack  of  aspiration,  as  barrier  in  educational 
administration.  126 

lack  of  conHdence.  as  barrier  in  educational 
administration.  125-126 

lack  of  encouragement,  support,  and  counsel- 
ing. &s  barrier  in  educaCional  administra- 
tion. 126-127 

lack  of  finances  for  continuing  training,  as 
barrier  in  educational  administration. 
128 

lack  of  motivation,  as  barrier  in  educational 
administration,  126 

lack  of  network,  as  barrier  in  educational  ad- 
ministration, !29 

lack  of  preparation  or  experience,  as  barrier  in 
educational    administration.    1 27-- 128 

lack  of  role  models,  as  b.inier  in  educational 
administration,  128 

lack  of  sponsorship  or  mentors,  as  barrier  in 
educational  administration.  128 

legal  status,  13 

level  c'' educational  attainment.  18-19.  20- 
22,  25 

r.sw  scholarship  on.  2.  7,  14,  44-52,  293- 
294 

conceptual  framework.  48 
evolutionary  perspective,  44 
goals,  47 

methods  of  inquiry.  50-51 

phenomenology,  51 

stages.  47-48 

vs.  old  scholarship.  47 

within  educational  thought,  48-50 
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women  (continued) 
in  nontraditional  occupations,  programs  en- 
couraging, 444 
occupational  choice,  21-22 
occupational  sex  segregation,  13,  20,  21,  22, 
86,  341 

older,  educational  programs  for,  446-447 
older/retired,  362 

performance,  in  military,  331-332,  334 

poor  self-image,  as  barrier  in  educational  ad- 
ministration,  125-126 

in  postsecondary  education,  470 

pursuing  administrative  positions,  financial 
assistance  for,  131,  137 

recruitment,  into  administrative  preparation 
programs,  130-131,  137 

relegation  to  private  life,  31-32,  37 

socialization,  as  barrier  in  educational  admin- 
istration, 127 

in  society,  student  knowledge  of  and  attitudes 
toward,  282 
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